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CHAPTER ONE
A BRIEF RATIONALE

Every curriculum development effort, whether carried out by an indi-
vidual teacher or by a funded project, is based on many assumptions about
reality--what the world is like, what the world can be like, what the world
should be Tike. Frequently, these assumptions go unexplicated. Rarely is
the frame of reference brought into the open, examined, and the parts related
to one another to the point that one could say that a conscious rationale
underlay the curriculum work. Consequently, the frame's impact on the curri-
culum is subtle and unexamined, and narrow biases and prejudices slip in, as
it were, through the back door (Beard, 1934, p. 180).

There are a number of questions that can be asked to clarify a curri-
cular frame of reference. In the social studies, these include: What is
your conception, your definition, of social studies? What are your norma-
tive views of the social world? What are your empirical conceptions of the
social world? What is your conception of social science and historical
knowledge? What is your view of the nature of thinking? (Shaver & Berlak,
1968, pp. 2-3)

Undoubtedly, there are other important questions relevant to laying out
a rationale for curriculum building; or, put another way, there are subcate-
gories of questions which cut across those listed above. For example, a
person's view of the nature of man is undoubtedly an important part of the
frame of reference by which his curricular work will be guided. To a large
extent, questions having to do with the nature of man are subsumed by at
least three of the questions already listed--those having to do with norma-
tive and empirical conceptions of the society (man is basically a social
animal, and the consideration of society is not complete unless the society's
notions about the nature of man are taken into account), and with the nature
of thinking.

For any one curriculum effort, it may not be necessary to develop a
complete statement of position for each of the questions. However, to the
extent that conceptions of man and society might influence the curriculum
work, these considerations should be explicated. This will not only provide
an explicit basis for curriculum development, but will facilitate the task
of the person who must later judge the curriculum. For he will be interested
not only in the product which has resulted, but in the frame of reference
presumed by the product and in the relationship (or lack of relationship)
between the frame and the product.

Although such specification and elaboration of underlying premises
have been rare, they are not nonexistent. They have ranged from rather
brief efforts directed primarily at delireating objectives, content, and
techniques (Fenton, 1967; Frankel, 1969) to more extensive treatments of the
societal questions (0Oliver, 1957; Oliver & Shaver, 1966). What follows is °
an attempt to Tay out the pertinent elements of the frame of reference which

L R B s 0155 i e s
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set the guideposts for the Utah State University Social Studies Project, "A
Curriculum Focused on Thinking Reflectively about Public Issues.'*

The Soecial Studies

Because there tends to be considerable ambiguity and attendant confusion
over the use of the term "social studies," and since we place our project
under that rubric, it makes sense to begin by trying to make explicit our
meaning for the term. An appropriate distinction to help in our clarifica-
tion is that between "social studies" and "social sciences." We consider
the social sciences to be those academic areas concerned with the empirical
study of man in his social environment. Academic areas such as sociology,
psychology, and economics are obviously social sciences. Although perhaps
nct so obvious, we also include history as a social science, because histor-
ical study basically involves the empirical investigation, guided by aca-
demic cannons, of past man in society. Excluded are areas such as literature
and art which, although concerned with the study of man, are esthetically
rather than empirically oriented.

Given the above definition of the social sciences, social seience educa-
tion becomes the conveying of the knowledge of the social sciences--the metho-
dology used in the attempts to understand social reality and the resultant
descriptions, understandings, and interpretations. Social science education
is guided by academic criteria: Are the conterit and the methods of presenting
it faithful to the latest findings judged as acceptable by the scholar's
peers? Does the treatment of the methodology of inquiry faithfully reflect
those techniques and strategies actually being advocated and used by scholars f
active in the field? Social science education is, then, responsive to the 1
demands of the discipline, and instruction should reflect careful considera- -
tion of its structure (Schwab, 1964),

What then is social studies education? In particular, how does it differ
from social science education? In the past, definitions of social studies
have been used which obscured any differences between social studies and social
science education. A common definition has been that the social studies are
the social sciences adapted and simplified for pedagogical purposes. Such
a definition seems to ignore reality. It focuses back upon the academic scho-
lar while overlooking the fact that social studies teachers commonly teach
all students in the school at one time or another, not just those who want
to become social scientists or those who are interested in the abstract con-
ceptualizations of the social scientist.

*Much of what follows has been said by the authors, alone and with others,

in other places. It seems important, however, to pull these justifying ]
ideas together briefly in the context of this particular project so that the 4
reader and potential curriculum user will have no doubts about the rationale
underlying our work--or will not have to search out several writings to
resolve his doubts. We cannot claim that our rationale is airtight. Never-
theless, to attempt to explicate one's frame of reference seems immeasurably
more advantageous to the potential curriculum user than to ignore it.
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A definition of social studies should, therefore, go beyond the predis-
positions and concerns of the academicians. We find it more suitable to
define social studies as that part of the general education curriculum
centrally concerned with educating citizens for political participation in
a democratic society (Shaver, 1967). The implications of such a definition
are far-reaching. Once it is accepted, curricular mandates can no longer
come directly from the scholar attuned to his own discipline, but must be
based on a consideration of the nature of the society which general educa-
tion is to serve.

The Society

Given the emphasis in our definition of social studies on participation
in a democratic society, a critical element in the frame of reference from
which we have approached our curriculum work is our notion of democracy.
Various definitions of democracy and their implications for education have
been traced elsewhere (Shaver, 1968), and the definition which has guided
our work has been dealt with in greater detail (Oliver & Shaver, 1966) than
will be the case here. «

Rather than worrying initially about the forms of democracy--its tangi-
ble evidences, such as open elections--we have focused on the underlying
assumptions which seem to support and are supported by the forms. .bove all
else, a concern for the individual--for his dignity, his oneness, his human-
ness--runs through the democratic philosophy. For example, we value majority
rule, but not at the sacrifice of the individual. Individuals may be forced
to do things they do not want to do, but there are legal and moral restraints
on the majority. Special attention is paid to arguments from individual
conscience. For instance, the government respects conscientious objectors
even though war is seen by a good share of the citizenry as necessary, or
at least contributory, to the survival and/or prosperity of the society.
Moreover, the valuing of majority rule itself seems to be contingent upon a
respect for the individual, unless one assumes that it is based on the pre-
mise that the truth inevitably results from summing opinions. If each indi-
vidual is valued, has dignity and worth, then each should be able to make |
his contribution toward the determination of public policy or to the choice
of those who will vote directly on the policy.

Other democratic values are also dependent upon the society's commitment
to human dignity and worth. Freedom of speech, the right tn assemble,
freedom of religion, due process of law, equality of opportunity--each of
these reflects a basic concern for the individual, his right to expression,
to be protected from the whims of governmental officials, to not be penalized
for circumstances of life beyond his control. In essence, we say that if a
man is to have dignity, in the sense of basic humanness, he must have certain
rights and freedoms. These are the basic values of a democratic society.
And, of course, these statements of norms not only define the dignified man,
they also help to maintain a society in which man does have dignity. The
right to vote, to speak out freely, to assemble, to be assured of due process
of law--each of these values helps to insure that the government, responding
as an independent agency or to the demands of one's fellow men, will not
deny the individual his dignity.




Values and Controversy

The ultimate value, human dignity, is vague and so are the basic values
of the society which define and maintain it. What is meant. for example, by
freedom of speech? If one values freedom of speech, does tnhis mean that
anyone should be allowed to say anything he wishes under any circumstances?
Defining the meaning of the society's value commitments is a basic task of -
the government through its policy and judicial decision-making processes. 3
Obviously, a long string of Supreme Court cases give current meaning to free-
dom of speech. By the same token, when Congress passes an open housing law,
further definition of "equality of opportunity" has taken place. Neverthe-
less, the governmental and personal action called for by the values commonly
remains either unspecified or open to debate. This debate over proper aims
and action is the crux of controversy in our democratic society. It reflects
our commitment to rationality--that is, to the belief that each man is capa-
ble of having a say in his fate, and should be allowed to do so*. But the
debate also reflects the nature of our society and of the society's values.

It is an old saw that we have a pluralistic society. Yet the implica-
tions of the saw are often overlooked in social studies curriculum development
work. Pluralism makes its contribution to the viability of a democratic
society; in fact, it has been proposed that pluralism is necessary if demo-
cracy is to involve a group of people having real decisions to make about
their destiny. Without pluralism--that is, a multiplicity of societal sub-
groups competing tc control the society's destiny--decision-making is meaning-
less. In a monolithic society, if such a thing were possible, consensus would
make debate over proper aims and actions a hollow exercise. Having alter-
natives advocated creates an awareness of problems as well as suggesting .
policies to handle them. Pluralism creates possibilities for controversy,
conflict, and divisiveness. Yet the conflict among competing views can have
the effect of revitalizing the society's normative commitments (Coser, 1956).

AR ST S e S U N o R " §
R 2 P R L i e e

i St o

One source of conflict in our pluralistic society is the tendency for
different subgroups with differing experiences and commitments to interpret
the vague basic societal values in different ways. Few in this society would
deny that freedom of speech is important; there is obviously, however, con-
siderable disagreement over how far free speech should be allowed to go, for
example, on university campuses or in time of war. By the same token, there
is a general commitment to equality of opportunity, but considerable disagree-
ment over whether this means that homeowners should not be allowed to dis-
criminate on the basis of color or creed when selling their homes. 3

s S it

The vagueness of our value commitments is not the only source of conflict.
The values to which we are committed are often contradictory among themselves.
That is, any one decision is likely to support one or more values while deny-
ing one or more others. Myrdal, in his classic An American Dilemma (1946), ]
pointed out that our general value commitments often conflict with our more .
specific commitments. A businessman might sincerely believe that equality
of opportunity is important, yet in a specific situation refuse to hire some-
one simply because of his race or creed.

*See page 7.
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However, our basic values conflict as well. A proposal to condemn
property for urban renewal might be defended in the name of the general
welfare of the society and opposed in the name of property rights. The
military draft is supported by appeal to national welfare and objected to
on the grounds that it violates individual conscience. Again, the conflict
is due in part to the tendency of different societal subgroups to place
different emphases on values and to construe controversial situations in
terms of different values.

It would be a mistake, however, to think that value conflict takes ]
place only between different individuals and groups. We have already noted 1
Myrdal's observation that an individual might act in a specific situation in
such a way as to belie a more general value commitment. Individuals are also
susceptible to conflict between general values. A person may believe that
it is good to fight to defend one's basic rights (as in the case of the Amer-
ican Revolution), yet oppose violence on the part of blacks to gain their
rights on the grounds that it is important that we follow the orderly, legit-
imate decision-making processes of the society. 0f course, we use various
psychological mechanisms to avoid awareness of the conflicts or to handle
them without undue discomfort (see, e.g., Myrdal, 1946, pp. 1027-1031; Fes-
tinger, 1958). Nevertheless, the fact is that intrapersonal as well as
interpersonal value conflict is present or latent when we confront public

issues.

The Implications for Social Studies

One salient characteristic of our society's commitment to human dignity
is a belief in the basic intelligence of man. That is, it is assumed that
man is an intelligent being, capable of making decisions through rational
means, and of being educated to improve his thought processes. This belief
in intelligence does not deny the importance of nonrationality--of gut level
commitments, especially to the basic values of the society--and of intuition
and insight. Faith, even if only in the long run in the rightness of man's
; reason, is not rejected. Yet the commitment to rationality as an essential
3 aspect of man's dignity has meant a heavy emphasis on the belief that man can
shape his society and his personal Tife through intelligence.
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3 In the 1light of society's commitment to rationality and to the idea of

the educability of man, the school has taken on the task of attempting to

: increase man's intelligent reflection on important matters. Social studies

. educators in particular have assumed that a major share of their responsi-

3 bility should be the improvement of intelligence in the area of citizenship ;
education--specifically, the preparation of citizens to make more rational, 4
intelligent decisions about the problems facing society or about the indivi- :
duals who could best deal with those problems in governmental office.

- What conditions seem necessary for the social studies curriculum to 3
meet that objective? Any attempt to meet this aspect of citizenship education :
must proceed from a clear recognition that the most hotly debated issues 1
facing society are ethical in nature-~that is, they involve questions 4
about proper aims or actions. Furthermore, attempts to justify proposed

solutions will inevitably be cast in terms of our standards or principles of
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worth--i.e., our values. Interpersonal conflict will result as different
subgroups define basic values differently or emphasize different values;
intrapersonal conflict will occur to the extent that we recognize the incon-
sistencies among our own values. An adequate approach to teaching thinking
in the social studies curriculum must take into account the need to choose
between or among values in making ethical decisions.

In other words, general exhortations to teach for critical thinking,
which have been so frequent in the social studies literature and in state-
ments of objectives for the social studies, are not of much instructional
value, except insofar as they motivate teachers at least to be concerned
with rationality in the classroom. (It is, of course, dubious that exhorta-
tions in the literature and in guides even fulfill that role.) The exhorta-
tions must be reduced to specific frameworks of critical thinking and to
means of teaching the frameworks. And, it is essential that those people
developing critical, or reflective, thinking schemata be certain about the
type of situations to which they are to be applied. In the social studies,
we would contend that such schemata must be developed in the context of
making decisions about public issues, recognizing that such decisions are
at heart ethical decisions. The latter point will be pursued in greater
depth i the following chapter.

Models for Critical Thinking

Generally, the discussions of critical thinking which have been offered
to social studies practitioners as a basis for curriculum development have
had two shortcomings: (1) They have been based on the notion that one model
of thought is appropriate for the solution of all problems; and (2) They
have been aimed only at the resolution of factual questions. An example of
such. a discussion--one which has gained wide acceptance among curriculum
people--is Ennis' (1962) presentation of a "concept of critical thinking"
from which the consideration of value questions has been explicitly excluded.
Yet value choices are at the heart of ethical analysis.

Berlak (1965) has argued convincingly for "context-specific" models of
critical thinking, noting that relevant concepts are likely to be overlooked
unless the specific type of problem about which thinking is to take place is
identified. His contentions are supported by a review of social studies text-
books. Discussions of critical, or reflective, thinking, when included in
these books, are usually based on a notion of scientific method attributed
to John Dewey, involving some five steps for information gathering and judging,
and deemed to be adequate to the handling of the issues raised by societal
controversy. Again, value choices are ignored (Shaver, 1965; 1967). The
result is critical thinking schemata which are inappropriate to the demands
of citizenship education.

The U.S.U. Soetal Studies Project

An exception to the above indictment is the work of the Harvard Social
Studies Project (Oliver & Shaver, 1963; 1966). The report of that project
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dealt specifically with the need to consider value issues in making political-
ethical decisions (Oliver & Shaver, 1966, Ch. 6 & 7). However, two criticisms
of the Harvard Project product served as the basis for the U.S.U. Social Studies
Project: (1) The critical thinking concepts presented in the Harvard Project
report are not adequately inclusive or comprehensive for the analysis of
public issues, nor sufficiently organized in a systematic framework to serve
as a basis for instruction; (2) Materials and methods for teaching the con-
cepts were not provided. It is worth noting that any attempt to lay out a
framework of critical thinking (such as Ennis' [1962]), has to face the latter
problem if it is to serve as the basis for instruction. Developing the means
for teaching a framework for critical thinking is a long and laborious task.

The U.S.U. Social Studies Project was based on the recognition that the
current state of curriculum development in social studies did not provide an
adequate basis for teaching an analytic schema for thinking about public
issues. Two assumptions about curriculum development underlay the project's
work: (1) That social studies teachers, as burdened as they are with instruc- 1
tional loads, could not be expected to develop adequately inclusive and com- ;
prehensive critical thinking frameworks even in those instances where they 3
felt, and in fact were, competent to do so; and (2) Given the facts of the
current definition of the teacher's role, teachers do not have the time or
resources to develop the materials and methods for teaching a complex schema
of critical thinking.

-, The U.S.U. Social Studies Project, then, had as its major curricular

3 objectives: (1) To develop a set of concepts* appropriate for the analysis
of public issues, and (2) To develep materials and suggestions for teaching
those concepts. The rest of Part I of this report describes the results of
the project's curricular efforts--the concepts considered important in the
analysis of public issues, an Outline of Concepts for the Analysis of Public
Issues, and suggestions for teaching those concepts.

In addition, the U.S.U. Project had a definite research thrust. Although
it appears clear that students who are taught critical thinking concepts will

f *Concept as we use it here has no special or technical meaning, and we do not

: care to become involved in arguments over what a concept is and whether we

: have indeed produced a set of concepts. A concept to us is an idea or notion

which helps people to organize and deal with reality. Concepts are labeled

and identified with words. Some concepts are given single word labels such !
as "dog." Other concepts require complex statements, e.g., “The individual 3
and society are interdependent." Concepts can be broken down into subcon- 4
cepts (e.g., the concept of "leg" is undoubtedly a subconcept in the concept :
of dog, and "individual", "society", and "interdependent" are obvious sub-
concepts in the broader statement, and each is undoubtedly based on other
subconcepts). In addition, rather than distinguishing between concepts and
generalizations, we consider concepts to be generalizations, in the sense

that each concept pulls together and organizes other ideas. It is, of course
important to distinguish between the concept--i.e., the idea--and the word

which labels it. "Peace" is not a concept, but a word which stands for a

concept or idea. Given these qualifications, we are, then, talking about 3
developing a set of ideas useful in analyzing public issues. 4
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score higher on tests geared to those concepts than will students who have not
had the special instruction, little is known about the factors which make methods
of instruction more or less effective with different students. The Harvard
Project (Oliver & Shaver, 1963, Vol. II; 1966, Appendix) investigated the effects
of two teaching styles--socratic and recitation--and the interactions of stu-
dent personality with teaching style in affecting learning. The research

efforts of the U.S.U. Social Studies Project were aimed at replicating at a
different grade level and extending the findings of the Harvard Project. Part

II of this report is devoted to the description of that part of the U.S.U.
Project.




CHAPTER TWO
ANALYTIC CONCEPTS: PUBLIC ISSUES AS ETHICAL ISSUES

The content proposed by the U.S.U. Social Studies Project is different
than that of the traditional social studies curriculum, and teachers who have
cooperated in tryouts of the project's materials have agreed that teaching
this particular course of study should be preceded by special orientation.
Teachers could begin their orientation by reading the teaching materials and
the Outline of Concepts for the Analysis of Public Issues upon which they are
based. The Outline, however, is intended to be only a sketch rather than a
thorough exposition and, although the materials focus on suggestions for teach-
ing the content to students, they do not offer a detailed explanation of the
concepts. The following chapters provide a comprehensive discussion of the
concepts as background to the Outline and the materials which are presented
later. In particular, these chapters detail the focus for thinking, referred
to in Chapter 1, which underlies the project's curriculum development work.

Concept I: The Nature of Decisions
about Publie Issues

The concern of the U.S.U. social studies project has been with devel-
oping a curriculum to help students improve their thinking abilities. Think-
ing must take place in some context. It must have content and it usually
stems from being faced with a problem, some perplexing state of affairs. As
noted in the previous chapter, the U.S.U. Project has operated from the
assumption that there is not a general mode of analysis applicable to all
problems. Instead, it has seemed important to identify the category of issues
with which we want students to deal more effectively, and then attempt to build
a set of analytic concepts based on the intellectual demands of those issues.
The citizenship education orientation of the project, which we attempted to
make clear in the preceding chapter, led us to be interested in helping stu-
dents to think more effectively about decisions on matters of policy facing
the society and individuals in the society in attempting to confront the con-
tinuing problems created by and resolved within a multi-value, pluralistic,
context. To provide focus, it seemed clear that our consideration of analytic
concepts (and our attempt to organize those concepts in outline form) should
begin with an explicit statement about the type of issues to which the con-
cepts were intended to be applicable. -

Perhaps it is unnecessary to emphasize our concern with Zssues as a
vital part of social studies instruction. However, a look at the content of
many social studies courses indicates that social studies teachers are often
not oriented toward the consideration and debate of issues, even in American
problems, or problems of democracy, courses. Such courses commonly deal with
a variety of topies, some of which are presented as issues and some of which
are not. And, some of the issues are public issues, and some are not. It
is not uncommon for social studies courses to have students study the his-
torical background and current status of the negro in America, or of the
present national economic situation. However, the emphasis is frequently
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on the content describing such matters of concern to the society, presenting
information to be learned and retained, but without using the information as
a basis for considering appropriate policies for handling the problems. Such
courses do not deal with issues, the central concern of the U.S.U. Project.

An issue i1s a matter under dispute, a point about which there is dis-
agreement, a question which demands decision. Disputes arise over a variety
of questions:

"Are mini-skirts too immodest to be worn in public?"

"Should we remodel our kitchen or buy a new pickup truck?"

"Should law enforcement be more strict?"

"Should middie-income families be taxed more heavily than the rich?"

"Should I buy a Cobra Mach I?"
"Is prayer in public schools constitutional?"

"Which is the best lawn fertilizer, ammonium nitrate, ammonium sulfate,
or barnyard manure?"

"Should the United States have made commitments to the government of South
Vietnam in 1962?"

It is obvious that all of these questions are not likely candidates for
high school social studies courses. Vietnam, taxes, prayer in the schools,
and law enforcement are certainly more fitting topics for the social studies-
curriculum than are the merits of sporty autos, lawn fertilizer, pickup
trucks, and kitchen cabinets. Why? Because the former questions raise issues
involving important values in the society and because the manner in which the
issues are resolved has important implications for the type of society in which
we will live. Although the choice between a pickup truck and a remodeled
kitchen may be important to the family involved, and may even be a matter of
neighborhood conversation, it is difficult to believe that anyone would argue
that such a choice had such important implications for the individuals in-
volved or for the society that the matter should be publicly aired and decided
through the society's governmental processes. The concern of the social stu-
dies curriculum, as part of citizenship education, should be with educating
students to make more rational decisions about public issues, and this .has
been the focal point of the U.S.U. Project.

In particular, we have centered on public issues which are political-
ethical issues. Further examples of political-ethical issues might include:

"Should the United States Army require soldiers to attend classes for
religious instruction?"

"Should a white person refuse to sell his home to a black person if his
neighbors object?"
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"Should people who object to capital punishment be excluded from juries
in capital cases?"

"Should a person take part in an anti-war demonstration if he believes
that the demonstration will lead to violence?"

"Should draft deferments be given to conscienticus objectors who are
atheists?"

"Should oil companies be required to pay damages when oil leakage from
off-shore wells pollutes beaches?"

We have found it helpful initially to make a rough distinction between ethical
and non-ethical questions. Examples of non-ethical questions related to the
above political-ethical issues are:

"What portion of the American public supports mandatory religious instruc-
tion for soldiers?"

"What is the penalty for racial discrimination in selling real estate?"

"Wi1l seating jurors who do not believe in capital punishment reduce
the number of death penalties?"

"Can an atheist have acceptable moral grounds for objecting to war, or
can such grounds come only from religious belief?"

"Did the oil companies adhere to the standards established by the federal
government for off-shore drilling?"

Hopefully, the above examples will provide a broad sense of the distinction
between questions which focus on political-ethical disputes and questions
which do not.

Political-ethical (public) issues involve decisions about what the aims
Z.e., the goalssof our society should be and about the individual actions and
governmental policies that should be used to attain the goals. The word
"should," which appears twice in this definition, is related to the notion
that public issues are ethical issues discussed and decided in a political
context. Ethical issues are serious questions as to proper aims or conduct.
Ethical claims are statements about how we ought to act. Non-ethical claims
may be factual statements about what the world is like, about what is, was,
or will be, rather than about what ought to have been or ought to be; or they
may be claims about how to define a term or phrase. (These non-ethical claims
will be discussed in detail later.) The distinction can be made more clear
by re-examining a previously given example of related ethical and non-ethical
questions:

Ethical question: "Should the United States Army require soldiers to
attend classes in religious instruction?"

Non-ethical (factual) question: "What portion of the American public
supports mandatory religious instruc-
tion for soldiers?"
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We have said that public issues are political-ethical issues; that is,
they center on ethical questions in a political context. However, this does
not mean that non-ethical claims and questions are not relevant to settling
public disputes. There are a number of non-ethical questions that can be
legitimately raised when trying to decide whether soldiers ought to be forced
to attend religious instruction. "Is such instruction constitutional? Does
it violate freedom of religion, or the separation of church and state?" "Is
the religious instruction nonsectarian?" "Have soldiers objected to this
practice?" "What is the effect of religious instruction, i.e., does it pro-
duce better soldiers?" The answers to such questions can have a powerful
effect on our answer to the ethical question.

Ethical questions, then, are queries about proper aims or actions. By
the same token, ethical claims are assertions about what ought to be sought
or done. Just as we might disagree with a factual claim (for example, that
the population of the United States is one hundred and twenty million), we
may disagree with ethical claims. Take the following ethical claims, for
example:

"World population should be controlled by planned infanticide."

"Americans who give speeciies against our involvement in Vietnam should
lose their U.S. citizenship."

"Coeducational public schools should be abolished, and school boys should
be required to wear uniforms and crew cuts."

Although such statements are morally repugnant to many of us, they do make
claims about what ought to be done. In that sense, and -this is the way the
term is used by the U.S.U. Project, they are ethical claims. Ethical claims,
then, may advocate action or aims which we do not regard as nice, good, or
~Tmoral; just as there can be true and untrue factual claims, we can have good
and bad (i.e., meeting our approval and not meeting our approval) ethical
claims. And, just as it is important to have intellectual criteria and
procedures for deciding what factual claims to accept, it is important to
have criteria and procedures for judging political-ethical claims.

As previously noted, the word "should" appears twice in our definition
of "public issues," indicating that these issues involve two types or cate-
gories of ethical questions: (1) those about the aims or goals of our society,
and (2) those about individual actions or governmental policies to be used
to attain those goals. Examples of each type of question follow:

Goals of our society

"Should we attempt to provide greater equality of opportunity for all
races?"

"Should we move toward greater international cooperation, perhaps even
world government?"

"Should we aim for complete separation of church and state?"
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Governmental actions to attain the goals of our society

"Should racial discrimination be i1legal in all types of real estate
sales?"

"Should the United States have intervened unilaterally in the Dominican
Republic?"

“Should property taxes be levied on church-owned real estate?”
Individual actions to attain the goals of our soctety

"Since there are blacks in the public school, should I send my daughters
to private schools?"

"Should I donate part of my salary to UNICEF?"

"If ordered to lead my high school class in prayer at the beginning of
each school day, should I refuse?"

The above examples illustrate that it is difficult to distinguish neatly
between statements about the goals of our society and statements about actions
to attain the goals. What is a means in one context becomes an end in another.
By definition, only ultimate ends or goals are not also means. Ultimate ends,
however, imply ultimate values. For reasons explained in a latter section
on value disputes, appeal to ultimate, fixed, or final goals (except for
vague values such as human dignity) is an unsatisfactory approach to analyzing
public issues. We prefer simply to recognize that although the distinction
between goals and actions is not neat, it is important for students to learn
to identify and debate about the general values in our society, as well as
the means to reach them,

Note also that we have included questions about individual actions as
"public issues." This may seem odd to some people. After all, whether I
decide to donate part of my salary to UNICEF is not a public matter. Or,
is it? The existence of UNICEF, and of the United Nations, raises ques-
tions concerning the goals of our society, for example, "Should the United
States relinquish part of its sovereignty to an international organization?"
Whether individuals should support the United Nations might then become (and
in fact has become) a matter for public debate. And where personal action
has a direct impact on a problem (as, for example, in refusals by whites to
sell houses to blacks), individual action is clearly a public concern (as
expressed in public housing bills).

Identifying Public Issues

Obviously, the distinction between public and private matters is not
always clear cut. This is due partly to a lack of a clear definition of the
terms. One way of identifying public, political-ethical issues is to ask,

"Has the issue been of public concern either in the past or present?" The
assumption is that any matter which has been or is being publicly debated is
a public issue. Looking for public debate is a useful rule of thumb. However,
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it fails us if goals for our society and the actions to implement them which
have not had previous public examination should be of concern. In other words,
it excludes novel proposals. Moreover, some matters are widely discussed--
such as whether the American and National Baseball Leagues should split into
divisions--even though they lack the significance to be political-ethical,

and therefore public, issues.

Issues are sometimes also labeled "public" only when the agent for a
past, occurring, or proposed action is a public institution such as an arm of
the federal, state, or local government. Using this distinction, a question
such as "Should John Harmon register to vote?" would be a private matter.
For us, this distinction is inadequate because important goals of our society
cannot be implemented through government action alone. Debate about how our
country should resolve its important problems ought to include questions about
the responsibility of individual citizens. In addition, many important issues
involve non-government public institutions as agents. Obviously, the actions
of businesses, churches, and other voluntary organizations help to establish
the goals of our society and the extent to which we achieve those goals. Al-
though there is strong precedent for considering questions such as “Should <
the Mormon Church allow negroes to hold the priesthood?" to be private matters 1
properly of concern only to the church, we think it reasonable that such ques-
tions be considered public issues. That does not mean that we believe that
the government should step in and take action, but rather that the issue
involves a basic goal or value of our society, i.e., equality of opportunity.

We have already alluded to a third way of identifying public issues--
that is, through what amounts to a feeling that some issues are inherently
private as opposed to public. This distinction has to do with a sense of 3
individualism and a concern for privacy. Inhibitions about the invasion of 1
privacy go beyond the legal protection of privacy of person and possessions :
and are expressed in claims such as, "That's none of their damn business:"

This reaction often occurs when questions are raised about our household

budgets, careers, sex life, personal hygiene, the way we dress, and so on. ]
If the government, non-government groups, or even certain individuals, try 1
to plan our personal budgets, dictate career choices, or tell us how to brush
our teeth, we take offense. Many people not only resist efforts to inter-
fere with their behavior in these areas, but claim that such personal matters

are not a proper topic for public debate.

We do not deny the moral legitimacy of this view, but do deny its ade-
quacy in establishing which issues are private and which public. For instance,
career choice in this country is considered to be a private matter and public
agencies do not force people into specific professions. Nevertheless, the
desirability of some professions--e.g., the military, education, social work--
is manipulated by the government through the allocation of government funds
for salaries, scholarships, research projects, and advertisements designed
to increase the attractiveness of careers in these areas. The government
also forces deferment of individual careers and makes some professions much
more accessible than others through the application of Selective Service regu-
lations. Similarly, whether women will be allowed to choose careers as jockeys.
boxers, or combat soldiers could become the subject of public debate and policy
decisions, just as at one time there was considerable debate over whether male
physicians should be allowed to serve as midwives. As a general topic, then,
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career choice cannot be exclusively categorized as a private issue. The same
1s true of many other topics.

Although few if any topics are completely private matters, it can be
argued with greater success that some issues are automatically public. We
consider any actual or proposed government action to be a public issue, espe-
cially in a democracy where government is expected to be responsive to the
citizens, who are also to participate actively. And, as we have pointed out,
the actual or proposed action of non-government groups and individuals can
raise public issues when they have an impact on the goals and general values
of our society.

It should be clear from the above discussion that whether or not an
issue is public or private is often a legitimate matter of debate. Care of
one's Tawn is usually considered to be a private matter; yet, some cities
will fine homeowrers for not keeping their Tawns up "properly." Dress and
hair styles are usually considered to be, if not entirely private matters,
at least not proper topics for political-ethical classification. VYet, not
surprisingly, many teenagers inform us that they consider the matter of dress
to be a political-ethical issue in the context of the authority structure
of the school as a governmental agency. The homeowner faced with a munici-
pal regulation on lawns and the teenager faced with dress regulations may not
want to discuss the merits of the regulations without settling the prior
question of whether the governmental agency is interfering unduly in a pri-
vate matter.

Seriousness as a Criterion

There is one further point which needs to be touched on briefly: that is,
that part of the definition of political-ethical decisions which refers to
the seriousness of the proposed government or individual action. With dili-
gence, a person might relate nearly any human activity to the goals of our

society and, therefore, argue for its inclusion into the curriculum of a public

issues course. At this moment, one of the authors is smoking a pipe. Some-
one might claim that a healthy citizenry is, or ought to be, one of our
societal goals. Therefore, whether I should smoke my pipe is a public issue.
Even if this Tine of reasoning were accepted, and it is not completely without
merit, we can probably agree that there are more serious problems facing the
United States than the health of pipe smokers. These more serious topics
ought to take precedence in the high school curriculum.

The seriousness of proposed government or non-government group action is
an important consideration when deciding whether it should be included in the
content of a course focusing on public issues. Decisions about trivia are
usually not considered to involve ethical questions. By the same token, the
social studies curriculum has heavy demands on it, and serious matters should
be given our sustained attention (trivia may serve as pleasant diversions).
The Salt Lake Tribune, April 10, 1969, carried a front page account of a pro-
posed mass demonstration against pay toilets in the California State Capitol.
Although the proposed P.P.P.P.--Pay Pottie Protest Parade--involves a deci-
sion by a public agency, and is therefore a public issue, it is certainly not
as important as two other events reported on the same page of the newspaper--
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the demonstrations against ROTC at Harvard University and the policies of the ﬁ
Nixon administration toward equal employment opportunity. Or is it? At any .
rate, the seriousness of a proposed act, as well as whether the act is an ]
invasion of privacy, ought to be considered in defining and selecting public

issues. .

Summaxry

Public issues are political-ethical disputes--questions of ought, or
should, or right--about the goals of our society and actions taken to attain
those goals, usually in a governmental context. Although public issues focus
on ethical questions or claims, other types of claims and questions are rele-
vant. Disputes over government policy are automatically public issues. Disputes
over non-government group action or acts of individuals can be either public ;
or private, depending on such factors as their relation to the general goals -
of our society and whether public debate of the act would unjustifiably violate 3
right of privacy. Selection of public issues for the school curriculum should -
also take into account the seriousness of the disputed act or policy. E !
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CHAPTER THREE
ANALYTIC CONCEPTS: THE NEED FOR ORDER

In considering concepts that might be helpful in making decisions about
public issues, one reasonable place to begin is by asking, "How do disputes
arise?" "Why do people disagree?" and "Why are their disagreements often so
difficult to settle?" Final or complete answers to these questions are not
easy to come by, but we can gain some insight into the process of making poli-
tical-ethical decisions by considering the general need for orderliness which
people have and how that need affects what we see (perceive), what we believe,
and the strength of our beliefs (our desire to continue believing).

When we speak of our general need for orderliness, we do not mean a com-
pulsion for being tidy. We are not speaking of a desire to empty ash trays,
to wash the dishes immediately after eating, or to see that the paper clips
are always kept in their proper place. We refer rather to the fact that
individuals select stimuli to which they will attend, they interpret those
stimuli and relate them to their existing beliefs, attempting to maintain con-
sistency among those beliefs.

Selecting and Ordering Stimuli

Think of a typical situation. One of the authors sits in his office pre-
paring a draft of this chapter:

I cannot pay attention to all that is going on about me at
this moment. My electric typewriter is humming. There's an
unspecifiable sensation where the tops of my cowboy boots touch !
my leg. Cars are going by on the highway outside my window. The 3
secretary is talking to someone on the phone. Children's voices .
are coming from the direction of the College of Family Life nur- |
sery next door. Various colors are before my eyes: yellow paper, i
grey desk and green-grey typewriter, white walls, "pink" hands on 4
the typewriter, speckled brown floor. A maze of objects is scat- E
tered about the room. Out of the corners of my eyes I see a pocket ;
dictionary, scissors, ballpoint pen, travel luggage, and a news- ]
paper. There is the smell of the cigar I am smoking, the odor of 4
stencil correction fluid; the aroma of my secretary's perfume and
my shaving lotion. In the midst of this profusion of available
sensation, I am trying to think and write.

Obviously, one cannot notice all of the available sights, sounds, smells, ]
and feelings. When he focuses on some, he is oblivious or only vaguely aware 1
of others. A child watching T.V. does not hear his parent's call. Lovers '
strolling through a park have eyes only for each other. A cat conditioned to
respond to a bell gives no indication that he hears the bell when shown a
mouse. A father rushing his child to the hospital is surprised to learn that
he left the housé without his shoes and, upon reaching the hospital, left his
parked car without turning off the engine or setting the hand brake. People
unconsciously select and attend to only a small portion of the available stim-
uli. In some cases, the selection is determined by a special circumstance;
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but even in ordinary settings it is impossible to pay attention to every-
thing.

Selective attention is a necessity, but it is only part of the story.
Not only do people unconsciously attend to only part of their surroundings,
but different people see or hear (attend to) different things in the same
setting. A person who grew up in Utah and is strolling through a wooded
section of rural Missouri has a different experience than a companion from
Massachusetts. The Westerner is accustomed to majestic views, e.g., open
spaces bounded by rugged mountains. He finds beauty in space and far away
scenes. The Easterner is accustomed to closer quarters in nature. He finds
beauty in the shape of a leaf, the coloring of a specific bird, the meanderings
of a small creek. On their stroll, then, the Utahn gravitates towards the
tops of hills to "see the view," and towards the center of large clearings.
He misses, or is simply uninterested in, the variety of natural details that
entrances his friend. In the same setting, the two men see different worlds.

Not only do people see different parts of the same setting, they inter-
pret differently what they see, or hear, or smell. A home is being remodeled
and the bathroom plumbing has been partly removed. The husband-remodeler
takes out a sink and fails to seal the drain leading to the septic tank,
allowing a slight, but disagreeable odor to seep into the basement. His wife,
having just read of the death of four people from a gas leak in a faulty fur-
nace, enters the basement, smells the odor, and announces that the furnace is 4
leaking. A plumber friend smells the odor and recognizes its origin in the 9
septic tank. People with different backgrounds and experiences have placed
different interpretations on the same experience. In slightly more technical
terms, they came to the experience with different perceptual sets. Each was
inclined to perceive differently what he smelled.

A story from The Forest People (Turnbull, 1962), illustrates the same
point. An anthropologist, who has been Tiving with the B'mbutu pygmies of
the Ituri rain forest, takes one of his small friends out of the forest and
into a section of great plains. This is a new experience for the pygmie who
has spent his entire life in a world where huge trees, closely spaced, blot
out the sky and reduce the environment to the near-at-hand. The two men,
riding in a jeep through a game preserve, spot a herd of rhinocerous in the
distance. At first the pygmie comments on the strange bugs and refuses to
believe his friend's explanation that the "bugs" are large animals which
only seem small because they are far away. As they approach the herd, and
the "bugs" begin to grow out of all proportion to the pygmie's notion of
reality, the small man begins to panic and is convinced that he is the victim
of some fearful magic. Needless to say, his prior experiences in the dense
forest have not prepared him with the perceptual sets necessary to interpret
distant objects.

Our interpretation of experience is also influenced by feeling predis-
positions, which are tendencies to have positive or negative feelings toward ]
what we perceive. These feelings might be towards individuals, nations, reli- 4
gious groups, particular newspapers, magazines, and so on. Our feeling pre- 3
dispositions partly determine what we are willing to read, who we are willing
to listen to, and what we will believe. For example:

A radical black student is brought to trial in a university j
town in a semi-rural area of Utah. He, and two black co-defendants, X
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are convicted of disturbing a public meeting sponsored by a local
conservative political group. After their conviction, the univer-
sity student newspaper publishes an article claiming that an
impartial jury trial for a bearded black radical is impossible in
this community because of the anti-negro posture of the Mormon
Church, and because of the conservative political beliefs of the
Tocal population.

The author of the article thinks that people in this valley have a nega-
tive feeling predisposition towards both blacks and radicals, and that these
biases influenced the jury's judgment of evidence presented by the defense. E
It is also possible, of course, that the student author's negative feelings ]
toward the townspeople influenced his willingness to believe that they ren- |
derecd an unfair judgment.

Consider your own feeling predispositions. When conflicting accounts |
are given of casualties suffered during an Israeli and Egyptian border clash, ]
are you inclined to believe the Arab or the Israeli estimate? When scanning

the editorial page of your newspaper, are there some columnists whom you

deliberately avoid? If speeches were given in favor of continuing the Job

Corps, or of establishing an anti-ballistics missile system, would you tend

to Tisten more carefully to Hubert Humphrey or Richard Nixon?

Our feeling predispositions and perceptual sets are based on experience,
and are frequently well founded and helpful. We may have good reason for
believing that one person, or group, or news commentator, iS a more accurate
source of information or a wiser source of advice than another. Just as we
cannot attend to all stimuli, and must develop perceptual sets to help us
make sense of our experience, neither can we personally investigate every
important question, read all that has been published on a topic, or listen to
every opinion. Some guidelines, tendencies towards belief or disbelief, must
be developed. Our perceptual sets and feelings predispositions can, there-
fore, be useful. But they also can interfere with rational judgment; espe-
cially if they cause us to ignore, avoid, or misconstrue important information,
that is, to misperceive reality. -

Mistakes based on perceptual sets and feeling predispositions are common.
Two men are watching a daytime T.V. show in which the contestants are mar-
ried couples. The husband in one couple is tall, ebony, and handsome; a well
dressed, reserved young black man. His wife is caucasion; a beautiful and
exuberant brunette who showers her husband with affection whenever they win
a point. After watching the show for awhile, one of the viewers turns to
the other and says, "My, that's a light skinned negro woman!" Someone has
made a mistake. Has one viewer, a self-styled liberal, seen a mixed couple
on T.V. when in fact there was none? Or has his more conservative friend 7
allowed his desire for racial purity to affect his judgment of the woman's 3
color?

Additional examples are plentiful:

A young girl develops a favorable set towards hippies. She , ;
sees them as flower children; non-violent seekers of truth. She ‘ ]
runs away from home to live with the beautiful people and is found
a short time later, raped and murdered.
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A squad of young recruits is assigned to quard a group of 1
South Vietnamese being transported by air. The soldiers, whose ]
experience has caused them to believe that they were dealing with
Viet Cong, kick their prisoners, spit on them, and threaten to
throw them from the plane. Upon arrival they find that the ob-
jects of their abuse are "friendly" Vietnamese being relocated
in a new village.

In several of the examples we have given of unusual behavior related to
perceptual sets and feeling predispositions, the people involved were frightened ]
or threatened or deeply committed to some person or cause. In such situations, i
what we perceive or feel is particularly likely to be selected or biased by 4
our needs and desires. Some Americans believe that the United States was never
an aggressor nation, even during our period of "manifest destiny." Many are
committed to the notion that our Constitution was "inspired of God," and
assume that our leaders are always just and humanitarian, and that our national
policies are always determined by lofty ideals. These people tend not to
believe, therefore, that a weather reconnaisance plane reported lost on a
routine mission is instead a spy plane which deliberately invaded the U.S.S.R.'s
airspace, that the C.I.A. helped overthrow the government of Iran, that our
policy in the Middle East is largely dictated by the profit motives of great
oil corporations, or that foreign aid has been used to perpetuate a police
state in Formosa. Other peoples, of course, have other commitments which
influence their view of the United States. For some of them, every move on
our part is proof of Wall Street's influence. Our differing commitments,
developed from different experiences, cause different interpretations of im-
portant events.

We should be aware of our own commitments, and wary of our biases, as
well as those of others. Earlier we asked whether you would tend to believe :
Israeli or Egyptian accounts of a border skirmish. Both the Israelis and the :
Egyptians are deeply committed to their cause. Moreover, the individuals who
observed the skirmish, whether civilian reporters or in the military, were in
a tense, threatening situation, and this may well have affected their percep-
tions. The existence of threat and commitment might alsc help to explain in-
flated reports of Viet Cong killed by American soldiers, conflicting accounts
of palice brutality, disputes over the number of snipers present during race 1
riots, and charges and counter charges of racism when'whites and blacks oppose 4
each other in political campaigns. E

There is some overlap between the effects of perceptual sets and feeling
predispositions in the examples we have given. This is partly explained by
our deliberate extension of the psychologists' definition of "perceptual set",
which refers to the automatic, mechanistic, and uncontrollable interpretation
of stimuli. . This limited use of the term can be illustrated in the types of 5
optical illusions which occasionally appear as puzzlers in the comic pages of 4
newspapers or in childrens' magazines. It is also illustrated by the pygmy “
who thought the distant rhinocerous were bugs.

L: We use the term more loosely to refer to expectations as to what will
: be sensed. In previous examples, when the T.V. viewer said, "My, that's a
light skinned negro woman." or the American soldiers who mistreated their
charges whom they thought were Viet Cong, we claimed that they might be act-
ing on the basis of their perceptual sets. It is obvious that our extended
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use of the term in these examples blends into our use of "feeling predispo-
sitions", in that the persons' sets were shaped by their attitudes.

It is important for the research psychologist to narrowly define the
object of his inquiry, i.e., visual perceptual sets, so that the results of
his experiments will not be generalized to inappropriate settings. For us,
it is more important to have a word which will serve as a general reference
for the ways in which people receive and interpret information about their
environment. A narrower definition would only result in unnecessary multi-
plication of terms.

Frame of Reference

Our use of perceptual sets and feeling predispositions is similar, but
not identical, to what some people call "frame of reference". For us, frame
of reference is a broad term which encompasses beliefs and values as well as
sets and predispositions. In general, the individual's frame of reference
includes his beliefs concerning what the world is 1like and what is possible,
as well as what is desirable. For example, the atheist and the religious
believer have different frames of reference regarding what is real and what
is possible. One contends that the apparent here and now is all there is;
that Tife is a natural phenomena explainable in mechanistic terms; that there
is no future beyond death; that man--a solitary race--must look to himself
for direction. The other claims that life is eternal; that man is more than
a machine or an animal, more than physical parts and their connection, more
than flesh and bones and chemical combinations; that there is an omnipotent
and benevolent Being who watches over and inspires man. The atheist and the
believer also differ in their values, i.e., their notions of what is desir-
able, of what ought to be. Since one contends that man is mortal, he locates
the good in this 1ife; he emphasizes the alleviation of present suffering and
hopes to increase present joy, happiness and pleasure. The other's vision
has a dual focus, but his ultimate goal is to be found in the eternal rather
than the present, and in the spiritual rather than the physical. We can,
therefore, expect them to occasionally disagree on public issues.

We could multiply examples. Black Americans, as a group, have different
experiences than white Americans. Their general frames of reference thus
differ--although they are also similar in some respects. The same is true
of black southerners and black northerners, military officers and enlisted
men, truck drivers and medical doctors, farmers and industrial workers, col-
lege students and administrators, news reporters and politicians.

The above examples represent stereotypes. Nevertheless, classifying
people according to their general frames of reference can be justified if
done with caution. Groups of pecple do have similar general outlooks, be-

cause like people group together and because the influence of the groups and
of other common environmental factors causes people to be alike.

When considering public issues, it is useful to take into account the
differing frames of reference of various groups. It helps us to understand
why disputes arise and to overcome the tendency to see problems only from our
own perspective. Predicting the frames of reference of other people on the
basis of group membership can be dysfunctional, of course, if we forget that
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each person has a unique background of experience, and therefore has some
unique aspects to his frame of reference. An individual's total view of the
world will be similar, but never identical, to that of another.

Assumptions

We previously noted that people have a general need for orderliness; that
they select stimuli to which they will attend, interpret those stimuli, relate
them to their existing beliefs, and attempt to maintain consistency among those
beliefs. Assumptions, in the sense of beliefs or values taken for granted,
often without being stated, are an. important and unavoidable element in this
ordering process. They underlie our perceptual sets and feeling predisposi-

. tions. Without them, perception would be impossible. For instance, if we

did not assume that objects look smaller at a distance, we would not perceive
depth and we would misperceive size. If we did not anticipate patterns of
sound, based on assumptions concerning the language being spoken, speech would
be a meaningless jumble of noise.

Of course, many of the beliefs and values in our frame of reference are
assumptions, too. Action on social problems would be impossible without assump-
tions, because we do not have the time or ability to validate all the beliefs
and values which underlie our decisions. There are times, however, when unex-
amined assumptions hinder rational decision-making--as the following examples
illustrate.

The National Highway Safety Bureau reported in a recent newspaper article
that fatalities or serious injuries occur in 9.6 percent of the accidents
involving foreign compacts. The rate for American made cars is 3.1, 4, 5.2,
and 6.4 percent for automobiles weighing 4,8C0 pounds, 3,700 pounds, 3,400
pounds, and 2,800 pounds. Without challenging the claim that more people are
killed or seriously injured in accidents involving small foreign cars, Volks-
wagen of America points out that the conclusion that foreign cars are more
dangerous is based on the unexamined assumption that all automobiles are used
in similar circumstances. They claim that foreign cars are most often driven
by young people, who drive more miles at higher speeds and during more dan-
gerous hours of the day than do older people. Volkswagen also points out that
their products have passed all U.S. government safety regulations. Of course
this Tast argument is not very powerful unless we assume that the government
regulations are stringent and that cars must be safe in order to pass them.

The need to examine key assumptions is also illustrated in a decision by
the Canadian government regarding wolves. Between 1930 and 1963, the Canadian
caribou population dropped from about 4,000,000 to less than 170,000 animals.
During the late 1950's, pressure began to mount on the Dominion Wildlife Ser-
vice to exterminate the barren land wolf which, it was thought, was responsible
for slaughtering thousands of caribou annually. Prior to the adoption of an
extermination policy, Farley Mowat--a government biologist--was sent to study
the wolves first hand. As a result of his investigation, Mowat (1965) published
a small book, Never Cry Wolf, which challenged severail assumptions concerning
wolves and their relation to caribou.

Many people'assume that wolves are bloodthirsty killers. On the contrary,
Mowat claims to have been very close to wolves on numerous occasions without
being molested. He set up camp within a few feet of a path which was used
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daily by several wolves; accidentally stumbled into a family of pups when the
mother was watching; crawled into what he thought was an empty den only to
find it occupied; and on several occasions chased wolves away from freshly
killed caribou in order to examine the carcasses. Contrary to common belief,
Mowat claims that wolves do not kill for pleasure, do not kill more than they
can eat, and eat all that they kill, including bone marrow and skull con-
tents.

It is also believed that wolves subsist mostly on large game animals.
An examination of wolf scats (feces) which Mowat collected over a large area
during a period of several months revealed that the wolf's primary diet is
field mice. The wolf hunts large game only during the coldest months when
mice are not available, and even then kills mostly sick or disabled animails.
Despite legends concerning the wolf's ferocity and prowess, Mowat claims that
a healthy caribou fawn can easily outrun a wolf. Wolves know this and make
no serious effort to kill healthy animals unless food is scarce. Since they
ki1l only the weaker animals, wolves act as agents of natural selection and
help check the spread of disease and physical abnormalities among the herds.

Contrary to common assumption, the caribou appeared to have been depleted
by trappers and hunters. Unlike the wolf, trappers kill healthy animals for
food for themselves and their sled dogs. And hunters kill prize specimens for
trophies.

Despite Mowat's findings, the bounty on wolves was increased shortly
after his study was completed. Additional government Predator Control Officers
were also hired to set out poison bait stations in the Keewatin Barrens. The
usual assumptions concerning wolves prevailed.*

Inconsistency Among Beliefs

Why would the Canadian government send one of its men to study the habits
of wolves and then establish policies inconsistent with his findings? They
might have had a number of good reasons. On the basis of Mowat's report,
they might have considered him to be incompetent or exceptionally biased;
they might have had contradictory evidence from other competent observers; or
they might have accepted Mowat's findings, but disagreed with his conclusions
based on those findings. On the other hand, perhaps the government succumbed
to political pressure brought to bear by sportsmen and trappers, or were
unwilling to credit a report which flew in the face of Tong cherished belief.

*Common beliefs about wolves are reflected in the story of "Lobo", in
Wild Animals I Have Known, by Ernest Seton-Thompson (1966). The reader might
also want to compare Mowat's account with 4 Naturalist in Alaska, by Adolph
Murie (1963). These three books can be profitably compared for differences
in perceptual sets, feeling predispositions, general frames of reference, and
bias. They also illustrate other concepts relevant to factual claims, such
as the consistency of independent accounts, the difference between eye-witness
and second-hand reports, and the importance of identifying sources of informa-
tion. Differences in emotive loading of language in the three books is also
apparent.
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Unwillingness or inability to accept information which contradicts pre-
sent belief is not limited to Canadians, nor is it limited to bureaucrats.
It is a trait found in all of us, and can be explained by our need for order-
liness. Each of us, to a large extent, builds his own world. By selectively
attending to information, interpreting that information, and relating it to
what we already believe, we build and modify our frame of reference.

We each have a strong need or desire for consistency among the beliefs
that make up our frame of reference. The strength of this need is illustrated
by the discomfort felt when our beliefs are found to be inconsistent. Hus-
bands don't 1ike to be told that they have changed their story--especially by
their wives, and especially by their wives when others are listening. College
freshmen suffer agonies when the inconsistencies of long cherished religious
beliefs are made evident in introductory philosophy courses. The pro-Viet
Cong war protester squirms uneasily when he hears of atrocities committed by
communist troops. A middle-class businessman is mortified when he sees his
hippie son violate values which the family has been proud of for generations--
competition, respectable occupation, thrift, upward striving, and even clean-
liness. The hippie in turn is sickened at the inconsistency between his
father's business practices and those non-aggressive Christian values--turn
the other cheek, do good to those who despitefully use you, go the extra mile,
lTove your enemy--propounded in church.

Handling Inconsistency

People try to handle inconsistencies among their beliefs, values, and
actions in a number of ways. Some of these ways are rational and some not.
One of the least rational is to actively avoid situations and information which
are contrary to what we believe or contrary to actions we have taken. We have
already mentioned examples of avoidance in illustrating feeling predispositions.
The following cases are similar. The newspaper announces that Secretary of
| Defense Laird will appear on a Sunday public affairs television program to ex-
% plain the defense policies of the Nixon administration. The person reading
the paper, however, is opposed to several of those policies, particularly the
deployment of a limited antiballistic missile systenm. Furthermore, he knows
that Laird is a brilliant man who will present persuasive evidence favoring
the ABM. To avoid the discomfort of being told that he is wrong, the news-
reader refuses (neglects) to watch the announced program. Another common
example is the person who breaks off discussion of a controversial issue by
saying, "Look, I know that I won't agree with whatever you're going to say,
so we might as well not even talk about it."
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Another irrational way of handling inconsistencies among beliefs, values,
and actions is to reduce the importance of the contradictory situation, infor-
mation, or source of information. A husband, who believes that marriage and
family are important, excuses his affair with another woman by claiming that
she or it really didn't mean anything to him. The faithful wife who believes
that her spouse is a paragon of virtue, refuses to believe stories about his
misbehavior. She claims that the tale bearer is jealous of their happy marri-
age. The guilty feeling parent who has severely beaten his child reduces the
ﬁ importance of the act: "I didn't hit him that hard!" or, "He wouldn't have
f been hit in the head if he hadn't ducked'" or, "I didn't mean to knock him
down. He really stumbled when he tried to run away."
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Not every attempt to reduce the importance of the inconsistency is
irrational. Some inconsistent acts are not important; some sources of infor-
mation are not trustworthy; and in some instances a violated value is not
as important as a value supported by the act. This brings us to a major
point: It <s often difficult, if not impossible, to avoid inconsistent be-
havior from one situation to another, because most decisions and actions have
both positive and negative elements.* Suppose that a person believes that
it is important to spend more money on improving the Tot of the American
poor. He also believes that it is necessary for the United States to main-
tain a strong defense posture. However, the federal budget is not unlimited.
The desired allotments for both guns and butter are not available. A deci-
sion must be made to reduce either military or domestic expenditures, perhaps
both. No matter what choice is made some important value will be violated
and there will be some grounds for charging the policy maker with inconsis-
tency of belief and action. Since this type of inconsistency is unavecidable,
it is not necessarily a sign of irrationality. In fact, the rational per-
son will recognize that he can not always have his cake and eat it too, that
hard choices must be made, and that in some cases important values will have
to be violated in order to achieve even more important goals.

Compartmentalization, a common irrational way of handling inconsistency,
occurs when a person does not admit the relevance of contradictory knowledge
or values. Fraternity members are noted for "pranks" played on rival houses:
A horse is stolen, led into the enemies' dorm, and slain in a second story
bathroom; a beauty queen is kidnapped on the night of the rival's big dance;
trophies are stolen, property is defaced, and automobiles are sabotaged.

This i1legal and destructive behavior causes little discomfort to the offend-
ing parties. Even though breaking and entering, grand larceny, and kidnapping
might be unthinkable to a young college student during his out-of-school

life, he is not bothered by these same acts when committed in the company

of his "brothers" against their competitors. The main stream of his 1ife
flows securely in one compartment, its boundaries formed by the common values
and beliefs of our society. His fraternity life is in a separate watertight
container, bounded by a different set of rules. That the two streams of
belief are inconsistent, or that the inconsistency is important, is not recog-
nized, and so, of course, not admitted. Adults compartmentalize between

those things they will say and do and believe on Sunday and those things

that occur Saturday night at the club or Monday noon at the office. The
military pilot who petitions the mercy of a universal Father without refer-
ence to the completed or upcoming mission to napalm a peasant village might
very well be compartmentalizing, though not necessarily so.

It is our belief--in fact one of the basic assumptions underlying not
just the U.S.U. Project, but our approach to sccial studies--that decisions
about public issues will be more realistic if inconsistent elements are handled
rationally. This can be done by facing the inconsistency openly (Is honestly
a better word?) and weighing the reasons for the inconsistency. If necessary
or prudent, the inconsistency can either be accepted or we can change our
beliefs, values, or actions to achieve greater consistency. Such an open

* Opportunity Cost is the term economists apply to one particular type
of this general problem.
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approach at least provides the opportunity for important issues to be resolved
through the application of intellect, both our's and others'. The alterna-
tives--denial, avoidance, and compartmentalization--eliminate or severely
restrict the application of our rational faculties and entrench present commit-
ments on important matters, making disagreement among people a matter of
emotion rather than reasoned position.
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CHAPTER FOUR
ANALYTIC CONCEPTS: THE NATURE AND IMPORTANCE OF LANGUAGE

0f what relevance is language to the analysis of public issues? Try to
imagine debate about public issues without language. Try to think of an issue
without using words. Public policy is proclaimed in the language of legisla-
tive bills, court decisions, and administrative rulings. Religious encyclicals, :
statements of corporate decisions, and speeches by activists create issues. ¥
Issues are discussed on television, in newspapers and magazines, and over the ]
radio. They are debated in Congress, defended in presidential press confer- ;
ences, and argued in barber shops, pool halls, book clubs, and Sunday School. i
A11 of this activity requires complex communication via language.

Language, then, is of central importance to the analysis of public issues
because it provides the basic means for thinking and communicating about them.
It is true that a good deal of information is communicated without language--
at least without verbal language. Mites, so small that several live in the
ear of a moth, communicate their presence and sex to other mites; bees pin-
point for other bees the Tocation of distant nectar by running patterns inside
the hive; and, as many dog owners are painfully aware, a bitch in heat broad-
casts her condition to every male within travelling distance. People also
communicate without language: Perfume attracts and arouses (according to the
ads); cars and clothes tell us something about the man; a touch, a sign, a
lifted eyebrow, or a scowl have meaning for the right observer. However,
Tovers can flirt with their eyes or knees, but mapping their future requires
a different plane of communication. Scowls from the audience warn a lecturing
Congressman that his arguments are not well received, but not why. And, a
widow's armband protests eloquently the needless death of her miner husband,
but cannot detail the contents of desired safety regulations. In short,
signs cannot handle complex disputes over public matters. ¥

T e g e TR,

The Tife of Helen Keller dramatically illustrates that language is impor-
tant to both thought and communication. At one time she was considered by
some to be retarded, primarily because she acted more like a witless animal
than a gifted child capable of maturing into a brilliant and cultured woman.
Blind, deaf, dumb, untutored, unable either to speak or think in a language,
she was restricted in many human qualities, including her potential for
intelligent and creative thought. Her experience illustrates that language
is more than a mere tool, more than a useful object to be picked up, used,
and set aside when not needed. It is part of the human condition, part of
what man is. Without language, man is not only less able, he is less human.

In her biography (Harrity and Martin, 1962), there is no Helen Keller 9
in early childhood--in the years before words--only a phantom moving in sha- .
dows. This phantom--not a child, but the makings of a child--has not experi- |
enced what Emile Durkheim called "the education of morals." Since she cannot f |
communicate, her behavior is not shaped by others. Unsocialized, uncontrolled, ]
nearly uncontrollable, she knows neither approval nor condemnation, affection E
nor rebuff. She is innocent of right or wrong, ignorant of good and evil. 3
Her affections are restricted to a crude drive--perhaps desire--and a general- ]
ized rage when desire is thwarted. Her mind is undeveloped. How do you 7
think without words? Although her parents want to believe that she is
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intelligent, they have no way of finding out. How do you judge the existence
or quality of thoughts through a screen of silence? Even memory is affected
by the absence of language. In later life, childhood recollections come not
in words and sentences, nor in images of things seen and heard, for there were
none, but in vibrations of footsteps across a room and the press of fingens

on her arm. Nowhere in early memory is there a soft word or an affectionate
phrase, not because she was unloved, but because she was locked within her-
self without language.

Of course, Miss Keller's plight was more serious than ours would be if
we could not speak, read, or write--for we at least can see and hear. But
the power of language is still evident in her development after her teacher
arrived. The first word she learned was "water," which was spelled into her
hand and associated with the cool liquid flowing from a faucet. After that,
she quickly discovered that everything has a name and began to add other
nouns to her vocabulary. She slowly acquired verbs, adjectives, and other
abstract parts of speech, and eventually learned to think and speak in sen-
tences. At the same time, she began to change from a pre-person, whose growth
in essential human attributes was not only stunted but perhaps even regressing,
into a mature, educated, and refined woman.

Further illustration of the impact of language on thought is provided
by the writings of Benjamin Lee Whorf (1956). We have discussed man's need
for orderliness--that he selectively attends to stimuli, interprets them,
relates information to his present beliefs, and attempts to maintain consist-
ency among them. Whorf claimed that human language partly answers that need;
that language gives man a logical structure from which to interpret his exper-
ience and structure his beliefs. From his work in comparative linguistics,
Whorf concluded that reality is relative, that not every observer is led by
the same evidence to the same picture of what the world is like. Of course,
that is nothing new--we are already aware of the influence of perceptual sets
and frames of reference. What is new is Whorf's claim that many of our sets
are inherent in the language we speak. Different languages categorize reality
differently and people who speak those languages thus have different notions
of "what's out there." If Whorf is correct, there is a close relationship
between human language and human thinking. To some extent the language we
speak shapes our innermost thoughts.

We have attempted to stress the importance of language to communication
and thought because it is easy to underestimate its influence. Language can
be compared to the air we breathe; it is so much a part of us that we take
it for granted, failing to recognize its worth and power.

Some appreciation of human language can be gained by comparing it to
the means of communication among other 1living things.

Communication is a continuum which reaches its highest development in
complexity and manipulativeness in human language and has its beginnings 1in
the sensitivity of simple 1ife forms to their surroundings. Single-celled
microscopic animals respond to light, are sensitive to chemical change in
their surroundings, can locate food, and recoil from danger. Even plants are
not insensate. Flowers bloom and close from day to night and turn toward the
sun as it rises, passes overhead, and disappears. Sensitivity is essential

to 1ife. Roots must grow down, and branches must grow upward. Their development
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cannot be haphazard. For survival, leaves must find sunlight and air, roots
must find rich soil and water. To do so, some parts of the plant must be
sensitive to heat and light, others to moisture and chemicals.

Ability to respond to environment is even more crucial and more complex
among mobile animals. Unlike a plant, a bird or a flying insect must search
for food in an area vastly larger than itself. For them, crude and general-
ized sensitivity is not sufficient. Earthworms do no more with light than
detect and withdraw from it, but frogs must use light to see flying bugs in
order to survive. For some simple forms of life, a generalized awareness of
vibration is enough, but that will not do for bats who use a highly sensitive
sound system to intercept mid-air meals or to dodge objects in their flight
path.

At some point on the continuum, sensitivity to a mute environment is
transcended and transformed into communication. That point, however, is dif-
ficult to determine. If we define communication as ". . .the giving off by
one individual of some chemical or physical signal, that on being received
by another, influences its behavior" (Frings and Frings, 1964, p.3), then even
the smallest and simplest animals communicate. For instance, Protozoa announce
their presence to others of their kind by emitting a chemical into the water
around them. We hesitate however, to call such simple stimulus-response
arrangements "communication," partly because they do not differ greatly from
a plant or animal's reaction to its inanimate surroundings. Have a flower
and a bee communicated when one attracts the other by giving off a distin-
guishing fragrance? Do man and mosquito communicate when one locates the
other through his body heat? Although there is no clear cut and dramatic
point that marks the beginning of communication, we use the word to refer to
situations in which messages pass both ways. It is obvious that living things
receive information from, or share information with, other living things.

With simple life-forms, the information is simple and we speak of communica-
tion with some misgivings. As we move up the evolutionary ladder and scan
the complex interchanges of "higher" animals, these misgivings fade and fin-
ally disappear.

Sensitivity to surroundings is essential to all life forms and communi-
cation is equally as important to many. With communication, ability to know
what's "out there" expands beyond the immediate experience of a solitary
creature; social cooperation and division of labor are possible; the search
for food over vast territory is shared; the presence of danger is known be-
fore it is imminent; and important learned behavior passes from parent to
offspring. In many cases, language functions to preserve the lives of indi-
vidual animals and the species to which they belong.

Man is especially dependent on his ability to communicate. Primarily a
social animal, he is unsuited to a solitary existence. Human society is
marked by specialization, division of labor, and a high degree of interdepen-
dence among individuals within the community. Of necessity, man cooperates
with his fellows by obtaining food and shelter, establishing and defending
territorial boundaries, and raising and training his offspring. In this
regard, he is not alone. Other social animals--ants and bees, for instance--
fill specialized roles in complex social systems which require cooperation
and communication. Unlike other social animals, however, man's specialization
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is learned rather than inherent. At birth, and for many years thereafter, he ]
is fitted to no useful role in the economy of the community. Unlike bees or |
ants, he does not automatically acquire the specific behavior for the role he 1
will play in maturity. He must learn what he will be. This can be an advan- q
tage. Since his behavior is not stamped in his being, man is adaptable, his
society is flexible, and he can change to meet a changing environment and
satisfy his shifting desires. However, since man, more than any other animal,
lacks essential inherent behavior, he must have an efficient communication
system for acquiring and sharing information.

The Nature of Words
In the preceding paragraphs, we have attributed great importance to human
language. Now let us turn to the examination of what language is and how it
works.

One of the important initial discoveries for Helen Keller was that words
are symbols which stand for other things. We must add that there is little, 4
if any, natural or intringic relationship between a word and that for which it 3
stands. In somewhat technical language, we can speak of signs, symptons, and 4
symbols. A sign is anything that stands for something else, a sympton is a
natural sign, and a symbol is an artificial sign. Symptoms are naturally
related to their referents. For instance, smoke--the real thing, not the word-- 4
is a symptom of fire. By the same token, the word fire is a symbol which o
stands for the condition of burning. However, the smoke and the word fire
differ in important ways. The smoke is a natural result of burning; the term ;
fire is an arbitrary convention adopted to refer to the physical condition. <4
By mutual agreement, we could redefine fire to mean something entirely differ- ;
ent and communication would not be impaired as long as we and others agreed 4
on the new meaning and remembered to use the term that way. However, we 1
cannot similarly redefine the meaning of the sight of smoke. For example, ]
if we said that from now on the sight of smoke will mean that no fire exists,
there would be no noticeable change in the behavior of fires--they would
still put forth smoke. In other words, the meaning of symptoms cannot be
changed through definition, the meaning of symbols can, and are. This has
important implications for the analysis of public issues because disputes over
Tanguage usage often need to be recognized and settled in considering policy. ]
Resolution of these disputes is facilitated if we accept the idea that words 1
are artificial signs that have no real, fixed, inherent, or natural meaning. 4
That is, handling such disputes is facilitated if we recognize the flexibility ]
of language and attempt to arrive at the most useful definitions rather than ]
insist on some "true" meaning.

Funections of Language

One of the functions of language is to transfer information between
individuals who are spatially separated. This ability is strikingly evident
in certain animals. Some female moths emit an odor which attracts males up
to five miles distant; frogs and toads croak in unison, apparently to increase
the volume and carrying power of their song; certain fireflies blink and
flash together, apparently for the same reason. Man, however, with techno-
logical extensions of his language, can communicate with others who are thou- 1
sands of miles away--far outstripping any other animal. ]
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The ability to transmit messages across time is another valuable function
of language which is rarely present in animals other than man. In this regard,
a species of solitary hornets is exceptional. The adult female lays her eggs
in a celled nest and then dies. As the larva mature, they eat their way
through the walls adjoining cells and escape. Since individual hornets do not
mature simultaneously, this procedure could endanger the Tives of Tarva which ]
are still in their cells. The mother forestalls this problem by marking an 1
escape route which takes each new hornet safely past his sleeping brothers.
Thus, though dead, the mother leaves a message for her young. Again, animals'
ability to transcend time does not approach the same ability in man. Our
mammoth libraries, thriving publishing industry, storage banks of movie film
and video tapes, plus treasured letters from departed friends and relatives,
attest to the superiority of human communication in this respect.

We may marvel at the complex communication systems of some animals; the
variety of information contained in the dances of honey bees, for instance.
But, a single page of a scientific journal--perhaps even a single sentence--
contains much more complicated messages. By comparison, variety and complex-
ity are so evident in human language that we tend to overlook the origins of
our communication in other animals. Perhaps language is a little too appar-
ent, or at least too common. Our familiarity and facility with words cause
us to take them for granted. In doing so, we fail to recognize how they
shape our behavior, especially how they facilitate or impede rational con-
sideration of important questions.

Two Types of Meaning 1

Understanding the role of language in controversial issues requires some
grasp of two types of meaning. Words and other signs can have descriptive
meaning, emotive meaning, or both. Descriptive meaning refers to the infor-
mation provided by o word, a group of words, or some other sign. Emotive
meaning refers to the feelings aroused by a word, a group of words, or some
other sign. Descriptive and emotive meaning are evident in animal distress
signals: The descriptive meaning of these signals might be that some danger-
ous thing is near at hand; the emotive meaning is the feeling of fear or
anger which prepares the hearer to flee or fight. Similarly, dual meaning
is found in many, if not most words--especially nouns and verbs. The descrip-
tive meaning of the word mother ordinarily is "a female human parent."
"Mother" also has emotive meaning. For many, it arouses feelings of affection
and respect; it makes others feel guilt or anxiety; in some it produces hatred
or fear.

Which brings us to an important point about descriptive and emotive mean-
ing: For different individuals, a word, a set of words, or other signs may
have the same deseriptive and emotive meaning, the same descriptive meaning
but different emotive meaning, or the same emotive meaning but different
deseriptive meaning. Consider the term conscientious objector. For some
people, the descriptive meaning is a person whose refusal to serve in the
armed forces is rooted in religious belief. Others also include pacifism
founded on a coherent ethical system, not rooted in religious belief. A
few go so far as to include persons who object to a particular war, but not
to war in general. There are also differences in emotive meaning. For some
people, the term is associated with high moral purpose and arouses positive
feelings. Others view conscientious objectors as cowards or traitors and
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feel hostile towards those so labeled. Some feel very little emotion when
the term is used. And, of course, any combination of descriptive and emotive
meaning is possible for different people. It is not surprising, then, that
much of the heated disagreement surrounding controversial issues is caused by
the emotive impact of the words used, and by differences concerning their
meanings.

Language Problems

Words, as symbols, are an invaluable means of communication and thought.
However, language problems interfere with communication and thinking. An
obvious problem is that communication breaks down when we fail to understand
the meanings of words being used. This often happens when words are ambigu-
ous--i.e., more than one meaning is plausible in the given context--and/or
vague--i.e., we can only partially tell the meaning intended.

Honey bees will misinterpret the dance of bees from another district
because the same motions carry different messages. The bees' problem is
roughly similar to ambiguity in human speech: The sender intends one meaning,
but the receiver responds to another. Whether it occurs with bees or man,
the results of ambiguity can be serious. The bee who fails to understand
might not find food. When men misread meaning, wars may be prolonged, alli-
ances broken, business opportunities lost, or family ties broken. Stuart
Chase (Thurman, 1960,pp. 94-95) gives an illustration from World War II.
According to Chase, the Japanese word "mokusatsu" can mean either "to ignore"
or "to refrain from comment." During July, 1945, the Japanese government
was inclined to accept the Potsdam ultimatum, but wanted time to discuss the
terms. They therefore prepared a press release saying that the cabinet
refrained from commenting on the allies' demand for surrender. However, the
press release was translated to say that the cabinet ignored the demand to
surrender. Some believe that if the ambiguity of "mokusatsu" had not caused
mistranslation, there might have been no atomic attacks on Japan nor Russian
invasion of Manchuria.

Recognizing ambiguity or vagueness is particularly important in inter-
preting the remarks of public officials. Shortly after President Nixon took
office, North Korea attacked and downed a United States "spy plane" operating
over international waters. Still smarting from the Pueblo incident, many
Americans demanded to know what our government would do about the downing.
The President responded by warning North Korea that any further attacks would
be met with "appropriate force." He was careful, however, not to specify
what appropriate foree meant.

President Nixon's deliberate vagueness undoubtedly served severail usefiil
purposes: It aliowed him to warn North Korea without committing us to a
specific cause of action which we might later regret; by failing to state
specifically what military force would be used, or even that military force
would be used, it helped reassure those who believed the United States should
not take a bellicose stance. The President's vagueness could also create
problems. If the man in the street read his own meaning into the ambiguous
press release, he might believe that Mr. Nixon promised more than he did, and
then feel deceived if the perceived threat was not fulfilled.
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: While deliberate vagueness on public policy might be useful, or even

1 necessary, at times it can reduce the administration's credibility in the eyes
of a naive public. The public can help remedy this problem by paying close
attention to the language of public policy statements, and, when desirable,
insisting that officials either clarify their intended meaning or acknowledge

their deliberate vagueness.

Ambiguity and vagueness ~an also be troublesome in ordinary discussions

- of controversial issues. We «tten talk at or past each other, rather than to

: or with each other. A favori: . technique for avoiding genuine discussion is
3 to use catchy words and phrases which serve as triggers for others to either
: oppose or agree with us, but which have very little specific meaning. These
: trigger words give us the advanta?e of sounding profound without having to
explain or defend specific proposals. James Reston* has written a brief

satire illustrating this point.
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iife, it is just plausible

7 When this type of interchange occurs in real
In fact, however,

enough to convince us that people are saying something.

* Salt Lake Tribune, April 18, 1969, p. 21 3
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such interchanges generally are a device for avoiding hard thinking. O0f coursa,
Reston's use of satire brings up an additional problem in communication which
we discuss later--the use of emotive loading, rather than rationai argument,

to persuade.

Reston's contrived dialogue illustrates another point--that communication :
might break down if words are used inconststently. :

Q--Who participates in participatory democracy?

A--Everybody participates in participatory democracy: It is the tribune
of the people, the foe of the imperialist machine, the scourge of the
military-industrial complex, the enemy of.

Q--Wait a minute! You are confusing our cliches. Try again: Who par-
ticipates in participatory democracy? Now be careful.

A--We do. The majority must be manipulated for its own good and we
know what that is.

In this make-believe discussion, Q catches A playing on the ambiguity
of "participatory democracy." This causes no real problem because the incon- i
sistency is brought into the open and examined. Inconsistent use of ambiguous ;
terms impedes discussion most when not recognized. Of course, it is difficult
to know how to advise a person to be on guard against an unseen danger, but
simply knowing that people sometimes shift the meaning of key terms might help
us to uncover inconsistency more often.

Additional Cautions

Two or three additional points need to be mentioned before we leave our 1
discussion of ambiguity and vagueness. The first is that words may be ambigu- -
ous or vague in their emotive as well as their descriptive meaning. To say ‘
this is to some extent redundant. We earlier noted that words can have diffapr-
ent emotive or descriptive meaning for different people, which amounts to the
same thing looked at from a slightly different angle. It bears repeating,
however, since we too easily overlook emotive meaning and focus on descriptive
meaning when examining language. If we need to understand why peopie react
differently to the same word, we need to remember that their reaction often
has an emotional as well as an intellectual base. When communication is bogged
down, even in the face of agreement on descriptive meaning, it might help to
look for differences in emotive meaning. Sometimes it is useful to ask how
the other person feels when the troublesome word(s) is used. The quality of
the discussion might be improved by replacing troublesome terms with near-
synonymns having less emotive loading.

Our second point is that some classes of words are especially likely to
be ambiguous or vague. Figurative language is an apparent example. We are
so accustomed to figurative speech that we are almost blind to its literal
meaning. For instance, we read a headline--Laird Countermands Rule, Puts God
Back in Army--and it never occurs to us that God has been drafted. And, of 1
course, it should not. For figurative language to make sense, we must ignore E
one half of the possible ambiguity--the literal meaning--and begin looking fov '
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some other plausible meaning. This part of the task is not difficult for
most adults, but since the other plausible meaning is not specified, we
should be careful not to misread the intended message.

New and unfamiliar words can also cause difficulty. This third caution
seems even more obvious than the one above, but it probably contributes to
more misunderstanding than most of us care to admit. Laziness is the root of
some of this misunderstanding. We refuse to spend the energy necessary to
find out the meaning of unfamiliar terms, relying instead on our somewhat
unreliable ability to feret meaning from context. As we hear or read a new
word a number of times, it begins to take on a familiar ring, which we mis-
take for understanding. When asked by others to explain its meaning we are
brought up short because we cannot. Laziness, however, is not the only
culprit; embarrassment adds its share to ignorance. We hate to admit that
we don't know what the other fellow is talking about. We fake agreement,
or ignore the unintelligible statement and attack some other point. Obviously,
discussion would be more rational if we would train both our minds and egos
to ask for definitions when confronted with unknown terms.

Cultural Differences

Some communication failures are rooted in cultural and subcultural
differences; the mistranslation of "mokusatsu", for example. Cultural dif-
ferences can even cause misunderstanding when there is no translation problem,
as when the discussants are both fluent in the language being spoken. The
problem in this instance is not that a word in one language is not adequately
translated into another, but that some words have different meanings to peo-
ple from different cultures or subcultures.

Communication failure due to cultural differences often occurs on the
international level. Virginia Gildersleeve (Thurman, 1960, p. 86) claims
that the term "sovereign equality" caused considerable difficulty at the San
Francisco Conference at which the United Nations Charter was adopted. A
Latin American delegate demanded to know what the term meant. The Americans
and British replied that it meant a great deal, with a long tradition in the
histories of their people. The Latin American then suggested that since
"'sovereign equality" was an empty phrase for him and his countrymen, the
words "judicial equality" should be used instead. By comparison, however,
that term was equally meaningless to the American and British delegates.

The average American citizen, of course, is not likely to hold very many
discussions with people of other nationalities, but he might be surprised at
the extent to which subcultural differences within our own country hinder
communication. When discussing public issues, high school students in Utah
frequently oppose policies which violate "free agency." Non-Mormons who
participate in these discussions sometimes vaguely understand that free agency
means something 1ike "making your own choice," but are puzzled by the influ-
ence of the term on Mormon students. Since both the descriptive and emotive
meanings of "free agency" are closely related to other cherished and deep-
seated beliefs in the Latter Day Saint (Mormon) subculture--metaphysical and
ethical beliefs to which Mormons begin to develop commitment from early child-
hood--it is not 1ikely to communicate the same thing to a "gentile" (i.e., a
non-Mormon, again a special subcultural usage) as it does to a Latter-Day
Saint.
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Special use of a term is less likely to cause serious problems when "out-
siders” recognize that it is being used in an unfamiliar way. More serious
problems are likely to arise when people from different subcultures do not
recognize differences in the way they use the language. Again, it seems use-
less to warn ourselves to be on guard against language differences we do not
notice, but this injunction may be more effective than we might at first
expect.

Examples to reinforce the above warning are not hard to come by. Tele-
vision, newspapers, popular magazines, and professional journals have focused
on various gaps in our society. Whether these gaps are between generations,
races, ideological camps, or socio-economic classes, a common claim is that
members of opposing groups do not understand each other. Perhaps some of
this misunderstanding is due to variations in the ways people from different
subgroups’ use the American-English language. Of course, misunderstanding is
not the only source of disagreement, but it is certain that many disputes are
false arguments caused by faulty communication. Educators are aware that
some school problems of lower-class students are caused by differences be-
tween their language and the language of middle-class teachers. Students from
various minority subgroups use different figures of speech and other i1diomatic
expressions. And, perhaps even more important, their syntax is different
from that used by their teachers. The problem is deceptively subtle because
the teachers and students use the same general language--American-English--
and therefore overestimate their ability tc communicate. Similar difficulties
occur during debate among members of other subsections of our society.

Emotive Loading

The previous discussion of language problems focused primarily on fail-
ure to understand and agree upon the meanings of words being used. It is
also important to stress that the emotive loading of words interferes with
conmunication and thinking. Consider the opening sentences of an article by
Dr. Max Rafferty, California Superintendent of Public Instruction.

If I may string a few adjectives on the line, today's ugly
violent, pornographic college conspiracy is the first revolution
to be fully financed by its own intended victims. The conspira-
tors are dirty, hairy, foul-mouthed white members of the so-called
Students for a Democratic Society on the one hand, and the fanatical
sinister Negro members of the Black Students Union on the other.
The proscribed and condemned victims are, of course, the parents
of America. The ones who pay for the self-same campuses where the
conspiracy breeds and burgeons. The folks who foot the Bill. You

and I.*

There is no need to argue that such pelemics have no legitimate place
or serve no useful function. They are certainly more interesting than the
tortuous writing of many academics, and even if they serve more to persuade
than to analyze, persuasion is important to social cohesion. Even without
that, there is an openness to emotive writing which informs us about the
author even if it may not enlighten us about the topic. The reader knows

* Salt Lake Tribune, April 2, 1969, p. 13.
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immediately where the writer stands. Biases which are flaunted can be more 1
| quickly recognized, and more easily defended against. It may also be that 1
u some societal problems are so important that motivation is more important than ;
critical reflection, and emotive loading is a great motivator.

However, our first concern is rationality, and emotive loading is in many
ways its enemy. Emotive loading may cause us to agree or disagree with the
speaker or writer to a greater degree than we otherwise would. Also, people's
vec ‘tions to the emotional loadings of language may be so severe that com- :
munieation becomes difficult or impossible or thinking ig curtailed. Some 3
people might be so incensed that they would be moved to favor much stronger ;
punitive action against "permissive" universities upon reading Dr. Rafferty's ]
articles than they would if the source of their information had a more neutral 1
emotive tone. Dr. Rafferty's attitude might even have been hardened by his 1
own article. In some cases, name calling not only stirs up an audience 4
against the despised object, but also stirs up the author so that his ability
to analyze the problem objectively is reduced. In these cases, emotive load-
ing turns on both the writer and the reader, causing them to take positions
which they would otherwise avoid, and which they may regret in cooler moments.

Even worse, perhaps, emotive loading can cut a speaker off from the
groups he might most need to communicate with and influence--members of the
opposing camp and those who occupy the middle ground. Undoubtedly, some
readers were offended by Rafferty's use of name calling against students and
his coupling of glittering.generalities such as "the parents of America" with
other emotive terms such as "the proscribed and condemned victims." Few 7
things are more detrimental to communication than angering an audience to the
point that it will no Tonger listen.

=

The Free Speech Movement--or as some perhaps more accurately dubbed it,
the Filthy Speech Movement--illustrates how emotive loading can turn against
its users. If the Berkeley students wanted a confrontation with the estab-
lishment in 1965, if they aimed to provoke the larger community into violent
reaction, they chose suitable means. The average middle-age middle-~class ]
American citizen is not amused, and sees no need to be enlightened, by the 3
public presence of banners bearirig indiscreet four-letter words. A1l he need
do is imagine them waved in the face of his wife, mother, daughter, or sister ]
and rational reflection flees. So, if as some have claimed, the free speech !
movement desired a dialogue over whether "war" and "ki11" are nastier terms
than many we supress to private use, the message was bypassed altogether, to
be replaced by revulsion and violence. Wwhen emotion hits fever pitch, rational
reflection and communication are hindered, if not curtailed entirely.

Revivalist techniques are used by both blacks and whites to fan racial
hatred; due process of law has been skirted repeatedly by mobs under the in-
fluence of heady speakers; demogogues have acquired national followings by
playing on the fears of various segments of society; and few local govern-
ments--school boards, town councils, county commissions, and state legisla-
tures--have escaped the anger of citizens inflamed by emotional literature
warning of a communist conspiracy, the dangers of sex education in the schools,
or the poisonous effects of fluoridated drinking water. (These topics are
legitimate content for public debate, of course, but the emotive tone in which
they %re discussed makes genuine communication or rational reflection diffi-
cult.
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Class Names

Qur reactions to general terms, to stereotypes, can also interfere with
communication and thinking. The emotively loaded class names commonly used
in discussing public issues are especially likely to lead people to react to ]
oversimplified categories. Presently, a commonsstereotype involves Students .
for a Democratic Society, whose members are thought to be hairy, foul-mouthed, ]
dirty, anarchistic, and advocates of violent revolution. This stereotype 3
would not be plausible if it were not at least partly true. Some members of :
SDS, perhaps many or even most, fit one or more of these categories. But SDS
is a diverse organization; the diversity is exposed during battles for ieader-
ship between those who advocate increased confrontation with the estabiishment,
leading to an early violent revolution, and those who favor dialogue, peace-
ful base-building, and eventual victory through democratic processes. Not
every SDS member is violent, dirty, or lazy, and it is an error to automatic-
ally apply these labels to each one. Furthermore, the emotive loading of
such terms almost insures the communication gap we spoke of earlier. Even >
worse, that gap is widened on both sides since young dissidents have stereo- £z
types of their own which they apply to members of the "straight set."

In reacting to stereotypes, we not only sometimes forget that people
categorized with a label such as "Catholic," "Democrat," or "farmer" are
different in many respects, but we also forget that people and things change
even though their names do not. Reaction of whites to blacks, and vice versa,
typifies this. Many white liberals, for instance, construe race relations in
terms of civil rights and tend to see their black counterparts as negroes
seeking integration or acceptance in a predominantly white society. However,
the composition of black activist groups has changed. Many blacks see inte-
gration as degrading condescension, reject absorption into the white world,
and seek separate identification through whatever is meant by black power,
black culture, black economics, and black esthetics--black is good, powerful, 3
and beautiful. ?

If the aspirations of a large segment of the American black community 4
have changed, so have the values of many whites. Paradoxically, while black ]
leaders formerly fought the doctrines of separate-but-equal and most whites |
resisted integration of negroes into their neighborhoods, school, and indus- ]
tries, both sides have now come nearly full circle. . Whites are looking with ]
increasing favor on a mixed society, and many blacks are preaching separatism.
Despite the merits of either separation or integraticn, there is danger that
both sides will cling to former stereotypes--that blacks will continue to see
whites as confirmed racists, and that whites will see blacks as humble peti-
tioners seeking acceptance by the dominant group. Perhaps it is knowledge of o
the effect of stereotypes that has motivated negroes to call themselves first .
colored people and then blacks. Unfortunately, we have no similar name-shift
to indicate changing attitudes among whites.

Concelusion

It is important, after dealing with the problems which words can cause, ¥
to again acknowledge the power, complexity, and potential flexibility of human
language, and the central role it plays in the analysis of public issues. With-
out it, human society as we know it would not exist. It is doubtful that
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the variety and flexibility of human institutions and roles could be mapped
, in our physiological inheritance. Without highly developed languages, there
. could be no debate over public policy. The direction of our society could

= not be pondered and altered to fit rapidly changing circumstances. Only
limited flexibility is possible with goals built into the being's nature.

The negative side of the picture should not be overemphasized. Even the
ambiguity, vagueness, and emotive loading of words serve useful purposes.
None of them is inherently bad. Negative consequences would be sure to follow
if we always demanded complete specificity, or never used emotive loading to
persuade. The major point to remember is that the words to which we are ex-
posed substantially influence our behavior. The degree to which we are aware
of their influence determines in part the degree to which we can handle con-
troversy rationally.




CHAPTER FIVE
ANALYTIC CONCEPTS: ARGUMENTS OVER WORDS

Several chapters ago we indicated our interest in the analysis of public
issues--in understanding and resolving disputes over important political-
ethical questions. Instead of dealing with disputes directly, however, we
took two side trips through related topics: (1) our need for orderliness; and
(2) the nature and importance of language. Hopefully, those detours were not
wasted. We now know something about frames of reference, perceptual sets,
cognitive dissonance, descriptive and emotive meaning and vagueness and ambi-
guity. With that knowledge we can better understand how disagreements arise
and why they persist. When faced with heated issues, our own behavior and
that of others should be less perplexing. We might even be more rational,
though more painfully aware of our irrationality, and more willing to analyze
other opinions, rather than reject them out of hand at first hearing.

The side trips are over, and we are now ready to deal directly with types
of disputes arising in arguments over political-ethical issues. There are at
least three types: (1) disagreements about the meaning of words; (2) disagree-
ments about factual claims; and (3) disagreements about the relative 1mportance
of values. Or to put it another way, arguments over political-ethical issues
commonly boil down to definitional, factual, and value disputes. We will dis-
cuss these three types of disagreements in the following chapters.

How Disagreements Arise

Language and word misunderstandings present a magjor problem in political-
ethieal analysis. Violent arguments often occur over the meaning of words.
Terms such as "democracy", "liberal", "conservative", "reactionary", "radical",
“freedom", and "responsibility" mean different things to different people,
and are capable of arousing deep commitment and engendering heated aritagonism.
People often claim to know the true meaning of a term and take bull-headed
exception when others use it differently. Our previous consideration of the
nature of language was designed in part to counter the belief that words have
"real", "true", or "natural" meanings.

Recognition that words are symbols--that the relationship between the
word and its referent is largely a matter of convention, that different sounds
or marks on paper can by mutual agreement be assigned the same meaning--should
make us more willing to openly discuss definitions rather than argue that a
fixed definition must be accepted. Understanding something about the nature
of language, however, by no means guarantees an end to definitional disputes;
even if all parties recognize that words have no absolute true meanings, they

may still believe that one meaning is better than another.

Consider the case of two economists working independently on developing
econcmics cuvrricula for the elementary grades. One writes a lesson which
teaches that families can save money by buying goods and services on sale.
The other objects to this lesson on the grounds that it violates the meaning
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of "savings". "Savings", he claims, refers to the money left over after ex-
penses are deducted from income. A family which spends all of its money
to buy goods on sale has nothing left to save.

There are several plausible explanations for this disagreement: (1)
The economists might have misunderstood each other, so that the disagreement
is apparent rather than real. For instance, the first scholar could claim
to agree with the second on the definition of "savings", but also claim that
he has no intention of teaching that concept in the lesson in question.
Rather, he intends to teach children the practical benefits of buying needed
or desired items on sale. If this explanation is accepted by the second
economist, we may conclude that there is no definitional dispute, just a
failure in the initial communication. (2) Or, the first economist could
claim that "buying goods and services at a cheaper price" is a legitimate
meaning of the word "save", because the term is often used that way by laymen
and scholars in nontechnical settings. That is, this meaning corresponds to
a way the word "save" is commonly used. Let us note, howevery.:that disagree-
ment over how people actually use a term is a factual dispute, the resolution
of which calls for strategies similar to those used to resolve other factual
issues. (3) Both economists may clearly understand how the other uses the
term and also agree on how most people use it, yet disagree over its real
meaning. For instance, the second scholar might agree with the first that
most people use "savings" in the way stated, but insist that this usage de-
viates from the real meaning. The other might reply that in this case the
conmon man understands the real meaning better than the expert. We claim that
both are talking nonsense. Words have no real--God-given or natural--ever-
lasting meanings. They are conventions. Their meaning rests on either
explicit or implied agreement. Meaning can be changed, and is, when people
consent (explicitly or implicitly) to use words differently .than before. (4)
Our economists might agree that "savings" has no real or natural meaning, yet
disagree over what it ought to mean or how it ought to be used. One person
might argue that we ought not to confuse children by using words like "save"
in ways that differ dramatically from ordinary usage. Another might argue
that if we want to teach technical vocabulary to children, we ought to avoid
ambiguity; technical and common meanings should not be used simultaneously.
Arguing about word usage in this last way makes sense and is, in fact, pro-
ductive because it forces us to explicate and offer reasons for preferred
meanings.

Resolving Word Misunderstardings

In discussions, people often do not say what they intend to say, or
what they say is misheard or misinterpreted. This occurs too often to require
extensive documentation. During light banter and pleasant chit-chat, com-
munication failures occur infrequently, are not noticed, cr do not matter.
But when intense conversationalists turn to serious content, frustrations mount
as each person is convinced that "No one understands me!" or "I'm the only

one who's making sense!

A simple technique can make evident and correct a good deal of such mis-
understanding. Repeating what you think the other person said and obtaining
his agreement will help to determine that you understood him correctly, both
descriptively and emotively, and may also help the original speaker to recognize
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that he did not say what he intended. We need not always repeat the other
person's statement word for word. In fact, it might be better not to. In-
stead, we can rephrase our understanding of the other person's statement.
Rephrasing--paraphrasing--allows the original speaker to hear what his state-
ment sounds like after it has passed through another person's frame of refer-
ence. It also forces the listener to do something more than recall the words
the speaker used; rephrasing forces the listener to think about the meaning.

Occasionally people will object to paraphrasing during discussions:
Some because it seems to be a needless waste of time and effort, others be-
cause it impedes the flow of conversation, and still others because to repeat
the other person's argument--or even to give the impression of seriously
attending to what he is saying--may appear to be an admission that his claim
has some validity.

Each of these objections might be legitimate in some contexts and for
some purposes. For e:ample, a person who is more intent on verbally battering
his opponent into submission than on rational analysis might find paraphras-
ing an inappropriate technique for reaching his goals. Other tactics seem to
serve him better. Raising the voice and increasing the tempo of speech, so
that others cannot get a word in edgewise and will not be heard even if they
persist in talking, are effective methods which border on physical domination.
However, even though people can and sometimes should be shouted down, the
shouter often pays a heavy price. Individuals who persistently and aggress-
ively stifle the opinions of others often alienate and run the risk of re-
pelling their audiences. Interesting, some claim that 6thers can be persuacded
more by those who listen and paraphrase carefully than by those who suppress
all but their own opinions--a twist on the notion that the last shall be the
first. The rationale for this claim is that the man who listens and probes
for better understanding knows his opponent. But the man who talks knows
only himself.

We should be careful not to value paraphrasing for its own sake; we para-
phrase to increase communication, not to glory in our skill aticondensing
other's statements. Neither ought paraphrasing become a twisting of what
was said; we should guard against restatements that distort the speaker's
intended meaning. Distortion is often deliberately used to manhhandle oppos-
ing opinions. Consider the following possible examples:

Speaker: "We shouldn't bus students from one neighborhood
school to another.”

Reply: "You say that black and white children shouldn't
go to school together?"

Speaker: "Welfare payments to needy persons should be
increased."
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Reply: "Oh, you believe in rewarding people who are too
lazy to work".*

Defining Words

On occasion, clarification of intended meaning requires more than para-
phrasing what the other person said. Often discussants use the same word to
refer to different things (ambiguity) or use different words to refer to the
same thing, or the meaning of a word or words being used is not clear to at
least one of the discussants (vagueness). If restatement and probing fail
to establish common understanding, it <s sometimes helpful to attempt one or
more of several ways of defining words.

The most obvious source of definitions is a dictionary. We should not,
however, treat dictionaries as holy writ. They help by indicating common
usage and by giving an array of meanings from which we might select an appro-
priate one for the discussion at hand. They can also indicate important
shades of meanings catalogued in dictionaries. Language is alive in that it
responds to changing reality. To limit language to dictionary meanings would
be to deny words the ability to reflect change. Furthermore, dicticnaries
usually give more than one meaning for a word; and they do not provide cri-
teria for deciding which of several catalogued meanings ought to be selected
(except for those dictionaries which provide distinctions in “preferred" mean-
ings for synonyms).

If the dictionary proves to be an unsatisfactory arbitrator, the dis-
cussants may try to develop their own definition. At times, definition by
examp le--pointing definitions--can be used. This type of definition is most
useful when the disputed term has a concrete referent which is physically
present. Even then, confusion may occur over which characteristics of the
referent are meant to define the word; it might be difficult to determine
what is being pointed at and what is not. Therefore, examples not intended
to be encompassed by the definition may be included.

Giving verbal examples rather than pointing at physical referents is
sometimes useful. Citing verbal examples has the advantage of not requiring

*Unfortunately, distortion is sometimes a by-product of the socratic
teaching style often associated with the analysis of public issues. Teachers
who use a socratic technique ought to be particularly aware that students
might learn the wrong lesson. Young people who observe first-hand the power
of stating analogies and shifting emotive meanings,see these teaching tactics
as used in a deliberate attempt to distort meaning, may all too readily see
language as a weapon for verbal warfare rather than as a tool for increasing
understanding.

Teachers might have to re-examine their own reasons for being attracted
to socratic analysis. Clarification through restatement is probably most
effective when the lTistener--even a teacher--is sincerely interested in the
speaker's opinions. Speakers--even children--who perceive their ideas as
being manipulated have little reason to cooperate in the difficult task of
clarifying meaning. These are not arguments for abandoning socratic teaching,
but we should recognize that it is a powerful technique capable of hindering
as well as furthering communication.
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the immediate presence of referents, and of being usable in some cases where
the referent is intangible.

Also, we can often give synonyms as a means of clarifying word meaning.
We can define "joy", for instance, as a special type of happiness, and we \
can say that nymphs are kind of 1ike fairies. With synonyms, care must be E
exercised because no two words have exactly the same descriptive and emotive 1
meaning. To define by synonym or antonym is to approximate meaning, which :
is also probably true of most definitional attempts.

We have not treated pointing definitions and definition by synonym ex-
tensively because they are often not the best tools for attacking the types
of definitional problems which occur in discussions of public issues, Point-
ing definitions are essential to teaching children the meaning of simple words-~-
"cat", "house", "tree", "boat"--but are not very adequate when we try to
communicate what we mean by "representative democracy", "opportunity cost",
"ethnocentrism", or "imperialism".

For terms that are complex, abstract, and/or value laden, definition by
specifying characteristics, criterial definitions, are useful. The following
is a short example: "In colloquial language, the term 'scarcity' is frequently
taken to mean insufficiency or poverty; but in the terminology of economics,
it refers only to the need for choice in the allocation of material resources"
(Martin & Miller, 1965, page 6).

In constructing criterial definitions, the definer 1ists what he believes
to be the essential characteristics of the referent of the term, frequently
specifies characteristics which he does not want included in the world's mean- ‘
ing, and sometimes proceeds from genus to differentia. Each of these points
is illustrated in the quoted definition of “scarcity”. The author first lists
characteristics which he thinks others might incorrectly include--". . .'scar-
city' is frequently taken to mean insufficiency or poverty". He then 1lists
what he claims is the only essential characteristic of "scarcity"--". . .but :
in the terminology of economics, it refers only to the need for choice in the 3
allocation of material resources". In listing the essential characteristic ;
he refers to genus and differentia--". . .the need for choice" is the general
class, and ". . .in the allocation of material resources" differentiates this ;
type of choice from others. ;

Criterial definitions are especially useful because they tend to make
evident the particular points of difference over the meaning of a word. For
instance, the above definition of "scarcity" distinguishes between comman
usage and the technical vocabulary of economics. In another example, Alex~ ]
ander Hamilton, acting as counsel for the defense in People vs. Croswell, de- 1
fined "freedom of the press" as ". . .publishing the truth, from good motives 1
: and for justifiable ends, though it refiect on the government, on magistrates, E
5‘ or individuals" (Morris, 1957, page 361). In 1804, the legal definition of «
- libel did not take into account whether purported libelous statements were 3
true, whether the speaker's motives were good, or the ends justifiable. Fur- :
thermore, it was permissible to attach laws, but libelous to attack their “
authors. In selecting what he thought were essential characteristics of "free-

" dom of the press", Hamilton deliberately distinguished between the definition
under which his client was charged and the definition he wished the court to
adopt. Each characteristic listed added to the distinction between old and new
meanings.
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Mixing Definitions ' !

Although for orderly presentation we have discussed various types of
definitions under separate headings, we do not mean to imply that there is in
practice a rigid hierarchy of steps to be followed, that definitions should
adhere to pure patterns, or that different types of definitions should be
used in isolation. The difficulties of arriving at adequate definitions can-
not be resolved by the mechanical application of preset patterns. Definitions
which faithfully follow an accepted form amy be useless, and mixed definitions
are often helpful. Synonyms, antonyms, spontaneous 1ists of general and
specific characteristics, even photographs, drawings, and diagrams might be
needed to convey the intended meaning of a word or phrase. . 3

Beyond Clarification

In terms of strategies appropriate to language problems, the types of
definitions discussed so far are primarily clarification moves. This is par-
ticularly true of definition by example and/or synonym. Although probably
most useful as a clarification move, criterial definitions can also be used
to resolve disputes over meaning if disagreement is not too severe; when dis-
putants lay out essential characteristics of a term, each has the opportunity
to examine the other's 1list for consistency and for important points that
might have been overlooked previously. Some possible outcomes of the careful
comparison of criterial definitions are: One definition is chosen over the .
other; both definitions are modified into a mutually satisfactory meaning;

1 or, each disputant remains committed to his position. In the later case,
- strategies which go beyond clarification might be tried. One strategy is per-
f suasion. A second is stipulation.

When Hamilton presented his new definition of "freedom of the press" or, 1
conversely, his definition of "libel", he was in a position where clarifica-
tion would not suffice. Although understanding was essential, it was not
enough; the judge and jury had to be convinced that the new definition ouyht
to be adopted. Hamilton clearly understood that persuasion was the proper i
strategy. Part of his argument follows: 4

The liberty of the press consists, in my idea, in publishing
the truth, from good motives and for justifiable ends, though it :
reflect on the government, on magistrates, or individuals. If it 3
be not allowed, it excludes the privilege of canvassing men, and 3
our rulers. It is in vain to say, you may canvass measures. 4
This is impossible without the right of looking to men. To say
that measures can be discussed, and that there shall be no bearing
on those who are the authors of those measures, cannot be done.
...It is essential to say, not only that the measure is bad and
deleterious, but to hold up to the people who is the author, that,
in this our free and elective government, he may_ be removed from
the seat of power. If this be not to be done, then in vain will :
the voice of the people be raised against the inroads of tyranny. 4
For, let a party but get into power, they may go on from step to 1
step, and, in spite of canvassing their measures, fix themselves ]
firmly in their seats, especially as they are never to be reproached 4
for what they have done. This abstract mode, in practice, can
never be carried into effect. (Morris, 1957, page 361.)
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Hamilton's claim, that a definition of "1ibel" which did not allow for truth-
ful attacks on office holders was detrimental to elective government, carried
the day. In 1805, the New York legislature passed a Tibel bill incorporating 1
his formula. -

There are times, then, when it is possible and desirable to successfully E
argue that one definition is better than another because its use leads to §
consequences consistent with important values. There is also a subclass of
this strategy--that the adoption of a given definition will hinder of help 1
the discussion of a vital issue. There are at least two types of cases where |
definitions of key terms either stall a discussion or move it closer to :
resolution: The first occurs when a word carries a heavy load of emotive -
meaning; the second when the descriptive meaning controls the range of topics .
admitted to the discussion.

In an example of the first type, a person might argue that when dis-
cussing the merits of war "professional killer" is not a desirable definition
of "soldier" because the emotive loading could easily impede rationality.
Following the imputation that a soldier dear to them is a "killer", parents,
wives, children, brothers, and sisters might not be able to dispassionately
reflect on whether war is justified. The same is true for numerous other 4
people who have strong positive commitments to the military. Rational reflect- .
jon on sensitive issues is difficult enough without the introduction of
loaded definitions.

The same example can be used to illustrate how poor definitions may in-
adequately control the range of topics admitted to discussion. If discuss- ]
ants agree to limit the meaning of "soldier" to "professional killer", other ‘3
functions of soldiering such as healing, teaching, and building are auto-
matically excluded from consideration. Further, the meaning of "soldier" is
stretched to fit non-military people such as trigger men for the mafia.

Stipulating Definitions

That one definition facilitates discussion better than another, or “that 1
one definition leads to better consequences which extent beyond the discussion, |
cannot always be successfully argued. Despite the best efforts of, the dis-
cussants, disputes founded on commitment to differing definitions sometimes
cannot be resolved. Unfortunately, unsettled definitional disputes can block
further discussion of the political-ethical question at hand. It is not un-
common for discussions of vital questions, such as whether the United States
should be involved in Vietnam, or whether Israel should retain Arab land cap-
tured during the three day war, to become hopelessly mired over the meaning of
"aggression", "national sovereignty", "self-determination", or "self defense".
When this occurrs--when reasonable attempts at clarification and rational
persuasion fail--stipulation of meaning can salvage worthy discussions which
would otherwise be lost, and can refocus attention on central policy issues,
rather than on the meaning of words.

The utility of stipulation can be seen by examining a recent discussion.
A class of high school seniors was agonizing over the political-ethical dil-
emmas surrounding an alleged mercy killing in which a young physician was
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charged with murdering his elderly cancer patient by injecting air into her
blood stream. The students tried to determine whether the jury should have
found the doctor guilty. Conflicting expert testimony--by friends of the
accused--over whether the patient died before or after the injection com-
plicated the issue and stimulated argument among the students over the mean-
ing of "death". Some held that a person is dead when his heart stops.
Others claimed that even though the heart might continue to function, a per-
son is dead when a flat brain wave pattern is obtained. One even suggested
that a person in the last stages of an incurable illness is dead already for
all intents and purposes. The class was unable to agree on the best meaning
of the disputed term and spent the major portion of the period in heated and
largely fruitless discussion of competing definitions rather than on the
central issue of the propriety of mercy killing.

A productive strategy, once the hang-up became evident, would have been
to stipulate--for the purposes of the discussion--that the term "death" would
mean one of the suggested definitions. Given that definition, the class
could consider the consequences of allowing patients to be killed under vari-
ous circumstances, and could discuss which values are violated or supported
by each consequence. When satisfied that the consequences related to one
definition have been adequately considered, another definition could be sti-
pulated and the process begun anew. While this procedure cannot guarantee
resolution of policy issues, it increases the probability that central problems
will receive thoughtful consideration.

Obviously, settling definitional disputes, either by agreeing on the
best definition, or by stipulating a definition for the purpose of continuing
the discussion, does not exhaust the difficulties of rational analysis. Once
a word has been defined, determining whether specific individuals, events,
etc., should be classified under that label is an empirical or factual prob-
lem. The problem is to determine whether the thing to be classified has the
characteristics identified in the definition. If "death" is defined as heart
stoppage, then whether the previously mentioned physician killed his patient
depends on whether her heart quit beating before or after he injected air into
her veins. As we shall see in the following chapter, settling factual ques-
tions--even those which are apparently straightforward and simple--is not
always as easy as we might at first expect.




CHAPTER SIX
ANALYTIC CONCEPTS: DISAGREEMENTS OVER FACTS

Settling factual disputes is a major problem in political-ethical analysis
because ethical disputes often involve disagreement over the present state cof
affairs, what led to it, and what the consequences of different policy decisions
and actions are likely to be. In fact, factual disputes occur ostensibly far
more often in discussions of policy issues than do either definitionai or value
disputes. Arguments which appear to be about facts are often basically word
or value disputes. They are probably not recognized as such largely because
people are not used to distinguishing among types of disagreements.  Since peo-
ple are more accustomed to construing problems in factual terms, definitions
and values are often dealt with only by implication.

For example, children justify their squabbles with statements such as:

"He hit me first!"

"But he stuck his tongue out at me!"

"That's because he spilled my paint'"
"That was an accident, honest!"

Whether or not the children's factual claims are true, they imply appeals to
common values: Self-defense (He hit me first!) is an oft accepted value in
justification of doing harm to another; we also value self-defense against

physical attacks on our property (He spilled my paint!); but we are willing
to forgive acts which otherwise are considered aggressive if they can be shown
to be accidental.

Whether the implied values are in conflict--whether there is a value

dispute in this example--is not apparent. An explicit value dispute might
sound something like this:

"I know I stuck my tongue out at him, but that's no excuse for hitting
me. Hitting is worse than sticking out your tongue."

"It isn't either! Sticking out your tongue is one of the meanest things
you can do!"

Arguments between children are not the only ones in which value disputes
are imbedded in apparent factual claims. Heads of government, military lea- 3
ders, and business executives seldom state opaenly the values by which they 4
support their actions; nor do they state how those values are superior to the 3
ones supporting the opposition. When wells off the coast of California leak.
oilmen defend themselves by claiming that they have followed government regu-
lations to the ietter--a factual claim--but they do not explicitly state that
industries have no moral obligation to follow precautions more stringent than
those embodied in law--a value claim. Conservationists reply that the oil
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industry's precautions are not adequate--a factual claim--but may not openly
point out that moral obligation to guard against pollution and contamination
extends beyond adherance to the letter of state and federal regulations--a
value claim. Although oilmen and conservationists quite probably have a
genuine value dispute, their stated argument stays at the level of "What is

or was?" rather than "What ought to be?" This tendency to stop short of open-
ly stated definitional and value disputes accounts in part for the greater
frequency of factual issuesin public and private discourse.

The high frequency of factual questions can be observed in newspapers
and news magazines. Any single issue of a periodical is likely to raise more
important questions of fact than either the repurting staff or readers could
answer with justifiable assurance. On a single day, the following topics--
among many others--were discussed in the news media of St. Louis: a proposed
increase in the state income tax; the death of Ho Chi Minh and of Everett
Dirksen; and a gun battle between the police and an unknown sniper.

Whether Ho Chi Minh and Senator Dirksen really died has not been seri-
ously debated, but how they lived has been the subject of considerable contro-
versy. Where was Ho's principal loyalty? Was he first, last, and always
dedicated to the triumph of international. communism, or was he above all
things a Vietnamese patriot with ultimate commitment to country? What does
the future hold for Vietnam? Was the charisma of "Uncle He" essential? Can
the North remain committed and united through the horrors of war now that he
is gone? ' '

Everett Dirksen's death also stimulated controversy. While most papers
eulogized him, the St. Louis Post Dispatch claimed in an editorial (September
8, 1969) that Dirksen lacked ideals and commitment to principles, that he
loved political power iur its own sake, and that for it he sacrificed the lofty
and worthy aspirations of his youth. Was the Dispatch correct? Were Dirksen's
political shifts from issue to issue the result of genuine struggle between
his commitment to conservative principles and his desire to see social justice?
Or were.they due to his perception of the shifting political tide and his drive
to stay on top? |

How about the behavior of the St. Louis police? Did they overreact when
a sniper shot at them from the upper floors of a black ghetto apartment house?
Was their response an orderly and reasonable attempt to locate the culprit,
or was it an indiscriminate and unnecessary attack on innocent adults and

children? Would they have responded the same way had the sniper been shooting

from a high-priced white apartment? In a similar situation, would the police
have exposed middle-class white children to rifle fire? Would they have kicked
in the doors of white middle-class apartments and verbally abused. the occu-
pants? If the police treated blacks differently than they would have whites,
what are the reasons? .

Specific and General Factual Claims

In attempting to deal with questions 1ike those above, it is sometimes
useful to distinguish between specific and general factual claims. Specific
factual claims are assertions about what is true of a particular person, thing,
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or event at a particular time in a particular place. General factual claims
are assertione about what is true of all or almost all of the members of a
group of people, things, or events.

Any attempt at making a pure distinction between general and specific
factual claims is likely to bz frustrating. Rather than dichotimizing factual
claims into statements about specific events on the one hand and general events
on the other, it is more useful to think of a continuum of claims running from
the very general to the specific. The following excerpt from an article about
the current New York City mayoraity race gives some feelings for the way in
which factual claims can range from general to specific.

"Four years ago, the voters ejaculated the backwater of their
good government and fusion spirit and elected John Lindsay. Now, how-
ever, the dazzle has left the Mayor's image, and people are laying
their gripes with him. The issues he raised in 1965--progress, inte-
grity, and change--are dead. . . ." (John Berresford, "New York Mayor
Race Unmatched in Election History", Washington University Student
Life, September 26, 1969, p. 8) :

Although the first sentence in the above excerpt contains several claims, some
of which are pretty fuzzy--what does "the voters ejaculated the backwater of
their good government and fusion spirit" mean--at least one quite specific
claim can be identified: "Four years ago the voters. . .elected John Lindsay."
We call this a specific claim because it is about a specific event that
occurred in a specific place at a specific time.

But categorizing this statement as a specific claim is too simple, because
the claim itself implicitly rests upon a very large number of even more speci-
fic claims. The election of Lindsay was not a single event. It was a compound
of thousands of specific events, i.e., thousands of individuals casting votes,
and the election night verification of the compound event--Lindsay's victory--
required verification of each single event--each act of voting. The point can
be pushed even further. It could be argued that a single act of voting is in
fact a compound event, the ultimate verification of which may require the veri-
fication of a number of more specific acts: Did the voter mark his ballot?

Did he mark it correctly? Was he a registered voter? Of course, for most
purposes it is not necessary that we divide claims into such minute parts.
This process can very quickly become absurd and, in fact, can cripple attempts
at rationa! analysis of public issues by diverting scarce energy and time.
Most of us would be satisfied if Lindsay's election on a particular date was
verified by reference to some authoritative source.

Let's examine a second claim in the excerpt quoted above: "The issues he
[Lindsay] raised in 1965--progress, integrity, and change--are dead. . M This
is a more general claim than the one concerning whether Lindsay was elected; it
is not about a specific event at a specific time in a specific place. "The
issues are dead" can be interpreted to mean "the majority of the voters are
no longer interested in these issues, or are now more interested in other
jssues." It is obvious that we cannot determine the opinions of thousands of
voters through a single observation. Verification of whether the issues really
are dead requires that we poll a multitude of individuals, that we verify a
multitude of specific claims.
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Trying to distinguish between general and specific claims is often frus-
trating. Despite the frustration, attempts to sort out the general and the
specific can be fruitful, especially attempts to determine which more specific
3 claims were used to construct a general claim or what general claims can be
verified by reference to given specific claims.

4 Our contention that it is fruitful to distinguish between factual claims
3 on a general to specific continuum is based upon some assumptions we make
a about the nature of knowledge. We hoald that all factual claims are either
. about specific events or are grounded, at least implicitly, in other claims
3 about specific events. Specific factual claims are sometimes deduced from
1 general claims, but general claims are the product of either induction from or
] summation of specific claims, or are deduced from other general claims which
are based on specific claims.

For example, if we trust the general claim that "Almost all military

3 officers are almost always wrong about all wars", then we can feel safe in

] deducing that a specific officer is probably wrong in predicting that a given
E ! . war will end within a given year. But suppose that we don't trust the general
- claim and want to determine how it was established. We might find that it was
| 4 deduced from some other even more general claim, such as "Almost everybody is
- almost always wrong about all wars." The last claim may have been deduced
- from a more general one, and so on. Eventually, we will reach a foundation
. general claim--the one upon which the others were based. This claim will have
E been fabricated, announced as self-evident, or based upon a body of evidence
composed of specific factual claims. Since great stock cannot be placed in

E fabrications and since tautologies--correct, but circular and therefore empty
E statements--are the only self-evident claims (other such claims simply beg the
; question of evidence), these are hardly adequate bases for general claims. n
When the general claim is based on specific claims, we need to examine the
statements about specific events, as well as how these claims are combined to
make more general ones. Although it may seem logical to consider first how
specific claims are verified and then consider how they are combined into
general ones, we will take up these points in reverse order. '

Verifying General Claims

In the previous paragraph we stated that general claims are frequently
the product of either induction from or summation of specific claims. For
example, the general claim "Four years ago the voters. . .elected John Lind-
say" is based upon summation of specific claims, but "The issues he [Lindsay]
raised in 1965--progress, integrity, and change--are dead. . ." is probably
based on induction from specific claims. Now what do we mean by that? If we
consider each vote to be a specific event, then it is evident that Lindsay's
election is to be verified by counting all of the votes, that is, by summing
the specific events. We say, therefore, that the general claim is verified
by summation. On the other hand, public opinion is usually determined through
sampling rather than summation. The reporter who claimed that the issues of
1965 are now dead may be speaking only from casual observation, or he may have
access to a sophisticated poll which sampled public opinion in New York City.
In either case, it is quite unlikely that the opinions of each New Yorker were
determined directly. The dominant political concerns of most New Yorkers were
probably extrapolated from data concerning the opinions of some. Of course,
the data may or may not be adequate, and the induction may or may not be justified.
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Verifying Specific Claims

Typically, we are not first hand observers of the events--such as race
riots on the Vietnam War--about which public debate swirls. We rely on some-
one else's observation and on the reports of those operations. It is important,
therefore, that we learn to ask questions.which will help to verify observa-
tions and reports.

Our previous consideration of man's need for order is relevant here. As
the discussion in Chapter 3 would indicate, our information about past events
is always limited and fragmentary, and any witness is likely to have some
aceurate and some erroneous information. The incompleteness and limited accur-
acy of information reported by any witness is due largely to the fact that
there are more stimuli available in any event than we can attend to and recall,
Because there are more stimuli than we can handle, some selection and ordering
are necessary. Each of us develops perceptual sets and feeling predispositions
which facilitate this ordering and-selection, but which also cause us to remem-
ber only parts of the situation we are in, and cause different people to per-
ceive the same events differently. These sets are particularly likely to bias
our recollections when we are deeply committed, threatened, or frightened.

Recently, one of the co-authors was given a stark reminder of the falli-
bility of human perception. He was running his dog through a park when the
animal spotted sgméthing on the far side of an adjacent road, chased after it,
and was struck by a car. Although he witnessed the entire scene and thought
he had a vivid recollection of what happened, the author was either mistaken
or uncertain about several points. He could not recall whether the dog got
in front of the automobile and was struck by it, or whether the dog ran into
the side of the moving car. He was not certain whether the dog ran full speed
until struck, or whether he slowed down at the last moment. He could not
state how far the dog was tossed by the impact, whether the animal was thrown
clear of the auto on initial impact, or whether he was struck more than once.
And, he had a very clear, but mistaken, recollection that the accident occurred
in the traffic lane immediately adjacent to the park; but, in fact, the dog
crossed two traffic lanes and a wide grass median before being hit.

The fallibility of human perception is not limited to specific claims
about events such as encounters between dogs and autos; it imposes similar re-
straints on the credibility of claims about the motives of politicians, the
actions of policemen, or the projected effects of proposed public policy.
There are, then, numerous instances in which it is important to inquire into
the qualifications of observers. The following questions are helpful in
guiding that inquiry.

Questions of Observers

Questions we may want to ask about observations upon which statements to
be used as evidence are based include:

1) Has the observer the relevant expertise, based on education or exper-
ience, to make the required observation.
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2) What biases or sets does the observer have that might have affected
his observations?

3) Was .the observer's emotional state such that it might have interferad
with or influenced his observations?

4) Does the observer have a history of accurate observations?
5) Do the observations agree with those of other independent observers?

Of course, each question does not apply with equal force to every claim or

to every observer. Applying the questions to a claim that guards at a certain
black high school treat whites and blacks differently might help to 1nd1cate
their usefulness.

Expertise. Suppose it is claimed that guards consistently stop and ques-
tion young black men in casual dress before allowing them to enter the school
bu11d1ng, but only occasionally stop young white men. Generally, it shouldn't
require any great expertise to determine whether a school visitor is black or
white, male or female, dressed casually or in white shirt and tie, or whether
he is stopped and questioned or allowed to pass without challenge. At first
glance, the question of expert observation appears to have little relevance to
this particular claim, but suppose it is modifie~ to state that even when_ .
whites and blacks are stopped and questioned equal numbers of times they re-
ceive different treatment. Verification of this claim may require that the
observer be able to distinguish important differences in the guards' facial
expressions, tone of voice, and bodily gestures when questioning persons of
different race or 2pparent social level.

More important perhaps than whether the observer is an expert is whether
he behaved 1ike one: Is the claim based on casual experience or upon system-
atic observation? Was an actual count made of the number of times whites and
blacks were stopped by guards? Was a count made for all guards or for an ade-
quate sample of the guards? Was it made at various times of day and at
various entrances to the school? (Was a person entering the front door at 9:00
a.m. given the same scrutiny as a person entering a side door at noon?)

Observer Bias. Quest1ons about biases and sets are appropriate to all
or nearly all claims concerning differential treatment of races, because in
the United States, at least, nearly everyone--black or white--is vulnerable
to the charge of some degree of racism. However, some people are clearly
more open to the charge than others, and their observations are therefore more
suspect. On claims where bias is so readily suspected, we ought to make spe-
cial efforts to determine whether independent observaticns by persons with
different sets yield similar findings. An extreme example would be a black
militant and a white ultra-conservative performing independent observations
and both concluding that guards do or do not treat whites d1fferent1y than

blacks.

Observer's Emotional State. During emotional stress, observations are
more likely to be distorted by biases than when made under less threatening
circumstances. Therefore, in weighing the claim that whites received prefer-
ential treatment by police-guards at a black high school, we ought to inquire
into the emotional state of the observer. Was he feeling the effects of a
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particularly disturbing or pleasant experience? Were the observations made
after a run-in with school authorities or teachers? Or after receiving praise
for exceptional school performance? Were they made during the aftermath of

a frenzied celebration of athletic victory? Or during the emotive heat, ten-
sion, and insecurity of a student sit-in? Was the observed event itself calm
and orderly--a guard quietly questioning a person entering the building? Or
did it involve shouting, argument, threats, and physical conflict?

- As we have pointed out before, gquestions to be asked of observers do not
apply with equal force to all events. Some claims immediately and obviously
demand that we consider the emotional state of observers; with other claims,
the relevance of questions about emotional states is not so apparent. We
cannot, for instance, immediately determine whether the observations of actions
by the school guards were affected by emotion because we were not told the
circumstances under which the observations were made. In contrast, observa-
tions--whether by policemen or citizens--of the sniper incident referred to
earlier were obviously made under stress. Most people could not endure or.
witness such an event with calm detachment.

Reputation for Accuracy. It pays to consider the observer's reputation
for accuracy and truthfulness. Unfortunately, we often know very little about
the observer and cannot make a judgment about his past accuracy. There are
times, however, when we can. The much discussed credibility gap associated
with statements of certain political and militaty figures illustrates this
point. Most of us would probably doubt testimony given by a Bobby Baker or
Billie Sol Estes, even if by other criteria they were the best potential sourc-
es of information available--their record for truth and accuracy is too shod-
dy. Similarly, claims concerning casualties in Vietnam--made by either us or
the North Vietnamese--and predictions concerning who will win by when have
been so consistently inaccurate that a person feels the fool when caught be-
lieving them. '

Questions of Reports
There are other sets of questions we need to ask about claims. To some
degree it is possible and useful to separate questions asked of observers

from questions asked about reports. Some useful questions about reports are:

1) What are the time and space relationships between the reporter, the
event, and the statement of the event?

a) Was the reporter an eyewitness or is he reporting on the basis
of someone else's observations?

b) If the reporter was not an eyewitness, does he tell who his
source is?

c) If the reporter is not an eyewitness, is his source (or scurces)
reliable?

d) If the reporter was not an eyewitness, did he get his information
directly from an eyewitness?

£
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e) How soon after his observation of the event or after being told
about the event did the reporter make his statement about it?

2) What biases does the reporter have?

3) Have the means of presenting data (charts and graphs, statistics
used) affected the picture given?

4) Does the report agree with other independent reports?

Relationships Between Reporter, Event, and Report. For many people,
one of the most frustrating aspects of reading newspapers and magazines is
the nearly universal failure of reporters to state whether they witnessed an
alleged event. This failure is made even more frustrating by the tendency
of reporters to state claims in unqualified terms. When this occurs, the un-
wary reader is unwittingly lulled into a false sense of certainty concerning
what is known about important claims. Reporters seldom provide us with the
information necessary to make even a tentative judgment about the accuracy of
what we read. Although we know that accounts are often pieced together from
snippets of information gathered from numerous sources, that knowledge helps
very 1ittle if we are not told how a specific report was constructed.

There are times when we know or can guess that the reporter was not an
eyewitness. This information may come in a hint or clue hidden in the body
of the article; it might be surmised from the nature of the claims made in
the article; or it might be openly and directly stated by the reporter. A
journalist trying to reconstruct controversial incidents such as the slaying
of Martin Luther King or John F. Kennedy might openly state that he was else-
where at the time of the shooting, and then carefully build a case for his
version of what happened, including identification of witnesses he has inter-
viewed, something about their personal background, reputations, and the
alleged circumstances under which they saw the killing. When events are re-
ported in less detail, and it is anticipated that reports will be exposed to
less careful and critical scrutiny, identification of sources of information
is usually less direct. Nevertheless, we can sometimes make a fairly safe
guess whether the author was a witness. A typical wire service report from
Vietnam often describes simultaneous military action in several widely dis-
persed, nearly isolated and dangerous battle locations. An individual re-
porter could not witness all of the events reported as part of the battle--

where the enemy came from and went, counts of friendly and enemy troops killed

and wounded, numbers of combatants on each side, number and size of artiliery
involved, and acts of personal heroism.

When we know that the reporter was not an eyewitness, our attention

should focus on the qualifications of his source of information: Who was that
source? Was the source an eyewitness or just one link in a long chain of per-
sons leading from observation to report? If he was just a 1ink, how many per-

sons passed the account along before it appeared in the article being-read?
And how much time lapsed between observation and report? The more people in-
volved in passing a story along, the more opportunity there is for perceptual
sets to alter the original account. The greater the time lapse, the greater
the opportunity for memories to shift and fade. .
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Questions concerning the qualifications of sources of information should
not be taken lightly. Even though answers are seldom found in the news accounts
which shape what we believe about important events, these unanswered questions
remind us that reports are not to be swallowed whole. That doesn't mean that
we ought to adopt a cynical attitude, but a fairly sizeable amount of skepti-
cism is preferred over open-faced naivete.

Reporter's Bias. Determining a reporter's bias is often easier than de-
termining his sources cf information. Bias may be revealed through the slant
given an article by the reporter's choice of words, by the reporter's background
and group affiliations, and by the general political posture of the publication
in which the report was made. How bias can be revealed in each of these ways
is illustrated in the following excerpts from a newspaper article, the content
of which is purported to be a statement released by fifteen Brazilian political
prisoners who were exchanged for a kidnapped U.S. Ambassador.

BRAZILIAN PRISONERS TELL OF TORTURE

Mexico City (LNS). . .We come from different regions of Brazil,

with different professions and activities. What unites us is the
struggle for the conquest of freedom in Brazil, the effective defeat
of imperialism by the circumstance of the kidnapping of Ambassador
Burke Elbrick, an event which is within the political framework cre-
ated by Brazil's police state--of which all 90 million Brazilians are
victims.

Torture is now an everyday thing in our country. Many die in the
jails, where thousands feel anguish for their own suffering as pri-
soners and for the suffering of all Brazilians who are deprived of
their right to organize society to establish the basis of economic
development.

Violence is most cruelly directed against the workers, even inside
the unions. Following the example of Nazi and fascist laws Brazil
has prohibited strikes. . . .(Student Life, Washington University,
September 19, 1969, p. 9)

The bias of the reporters--the 15 former prisoners--is apparent in their
choice of words to describe the activities of the Brazilian government: "ex-
ploitation of our country," "Brazilians are victims", "torture is an everyday
thing", "Nazi and fascist laws". In contrast they describe the questionable
activities of revolutionaries in very bland terms: ". . .the kidnapping of
Ambassador Burke Elbrick [was] an event which is within the political framework
created by. . ." Of course, the reporter's bias is easily understood--politi-
cal prisoners are apt to neither enjoy captivity nor learn to appreciate their
captors. Further indication of possible bias is provided by scanning the
agencies which published this report. The Spanish text was printed by the
Cuban News Agency, was translated by Liberation News Service, and was finally
published in a left-leaning student newspaper.

Independent Reports. If we are convinced that there is ample evidence
of bias in the former prisoners' account of conditions in Brazil, how should
that knowledge shape our behavior? Ought we to discount the report altogether?
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Simply hold our judgment of the accuracy of the report in abeyance? Refuse
to read future editions of the student newspaper which carried the story?

A person might decide to discontinue reading a publication he thinks
consistently distorts the news, and may properly justify his behavior on the
grounds that the limited amount of time available for reading should not be
wasted on unreliable sources. Before taking that step, however, he should
note that there is no such thing as completely objective reporting--while we
can reduce or medify their effect, no one can eliminate his perceptual sets
and feeling predispositions. He should also note a positive quality of biased
accounts--especially those which do not agree with his predispositions: They
afford a different viewpoint--a perspective he might not see without the help
of those on the other side of the issue. A sound argument can be made for
reading a number of sources with dissimilar frames of reference. Not only does
this practice broaden the narrow perspective obtained by reading and Tistening
to only those who agree with you, but also provides independent checks on fact-
ual claims. If rightest, leftest, and middle-ground reporters agree in their
descriptions, we can rightfully be more assured that the event took place in
the manner claimed.

Means of Presenting Data. We need to shift our ground slightly to con-
sider another source of factual inaccuracy in reports--distortion uf data
through the misuse of graphs, charts, and statistics. Two favorite. techn1ques
by which information can be distorted to benefit the reporter are (1) incom-
plete labeling of graphs and charts; and (2) truncation of graphs and charts.
Lines that seem to indicate trends and bars that supposedly show growth or
decline often impress people and seem to say something even when they- are so
incompletely labeled that critical scrutiny cannot uncover. the specific con-
tent of their message. Furthermore, impressive-looking graphs frequently -
mislead, simply because they are: not all there. A bar graph which actually -
shows slight differences between compared quantities can give the appearance:-
of great differences if all but the top of each bar is cut off and discarded.

Incomplete labeling and truncation of graphs and charts are not the only
means of distorting or misrepresenting data. A favorite trick of poiitical
parties and partisans is to use different units cf comparison.- For instance,
the political strength of opposing candidates is sometimes misrepresentec
through the use of cclored maps. If two men ran a tight race, one can be
made to look stronger by coloring a map to indicate that he won votes equal
to the popu]at1on of geographically large but sparsely settled states; the
rival candidate's votes are represented by geographically small but densely
settied states. The visual contrast is striking: one candidate-is made to
Took much more poputar than.he really is.

Information is often distorted through the misuse of statistics. We have
all been combarded with glib claims concerning the proportion of eminent per-
sons who prefer one commercial product or one political policy to ancther. It
may very well be true that "Two out of three doctors prefer. . ." or "Five out
of seven generals predict. . ,» but we must always ask how many doctors or
how many generals were po]]ed. Are the statements to be taken literally? Were
only seven genera]s asked to give their predictions? Were only three physicians
querried concerning their preference? Statistics can also be used to give a-
false implication of cause and effect. Consider the following fictitious claim:
"Fatal automobile accidents increased 30% in Oklabama the year after the state

B
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legislature approved liquor by the drink in bars." The statistics are im-
pressive, but close inspection of the situation may indicate that the Tiquor
law had nothing to do with the increased accident rate.*

In examining the accuracy of reports, we might easily succumb to a common
error--the assumption that the source of ail or most inaccuracies is in other
people and in what they have written. Of course, we know better: oOur sets,
our predispositions have powerful affects on the way we perceive and remember
reports.

More on General Factual Claims

Much of what we have said in this chapter applies to both specific and
general factual claims. The majority of what is still to be said applies only
to general claims.

The verification of general claims is usually a more complex process than
is the verification of specific claims. When the general claim involves a
summation of specific claims--such as the counting of votes in an election--the
major questions are: (1) Is each specific claim valid or acceptable? and (2)
rHave the specific claims been totaled correctly? All of what we have said
above concerning the verification of specific claims applies to the first point,
and the second point is primarily a problem of accurate addition--which, of
course, is at times no simple matter.

The verification of general factual claims based on inference or induction
is more complex than the verification of summation general factual claims.
As with summation claims, the validity of the observations from which the gen-
eral claim is inferred must be examined. Again, all that has been said above
concerning the verification of specific claims is applicable to this point.

Sampling. How do general factual .claims based on inference differ from
other claims? One important difference is that setting up criteria for their
verification requires a consideration of sampling theory. This is particularly
true of general factual claims concerning human behavior**, Questions we need
to ask about samples are: (1) Are a sufficient number of cases included in
the sampie? and (2) Are there adequate assurances that the sample is typical,
either through random or representative sampling?

Even superficial reflection upon our own behavior will indicate the ex-
tent to which we are prone to draw general conclusions from a limited number
of instances. One of the authors recently visited three secondary schools in

*The above examples touch 1ightly on the misuse of graphs, charts, and
statistics. For a more detailed, easy-to-read treatment, see Huff (1954).

**Some general factual claims, for instance those concerning physical and
chemical properties, are sometimes verified without reference to sampling theory.
This is because it is assumed that the properties being examined are stabl..
Human benhavior, hcwever, exhibits considerable variability. Correct claims
about the opinions, beliefs, or social behavior of a single individual cannot
be properly generalized to a larger population.




-61-

. the general vicinity of a large Midwestern city. One school had pri-
mariiy black students and was located within the central city; the second was
racially mixed and located in one of the older suburbs on the edge of the
city; the third had all white students and was located in the fringe suburbs.
As he went from school to school, the author was struck by differences in
what hé perceived to be the authoritarianism of the climate of each setting;
he caught himself concluding that there was a direct relationship between
the whiteness and the openness of schools in that particular metropolitan
area. Obviously, however, his conclusion was unwarranted; a sample of three
schools is far too small to justify such a sweeping generalization.

What if the author had visited half of the available secondary schools,
had accurately assessed the authoritarianism of the climate of each, and had
still concluded that whiteness and openness were directly related? Would his
conclusion then have been justified? Of course, the answer depends on whether
the schools visited were similar to the other schools. Steps could have been
taken to increase the probability that the schools visited were typical cf
schools in the general area. One procedure would have been random selection.
This does not mean that the visitor would wander about aimlessly until he came
across a school, but rather that he would select schools through some random
process such as pulling numbers out of a hat, or rolling dice. It is possible
to obtain an atypical sample through random procedures, but the probability of
doing so is reduced. Furthermore, procedures are available for determining
the probability of random error.

‘ A second procedure for increasing the probability of obtaining a typical

selection is representative sampling. If information is available concerning
pertinent aspects of each school, that information can be used to deliberately

select a sample similar to the total schools in the area. For instance, if

school size or socio-economic status of the neighborhoods is considered to be

a pertinent factor, the sample of schools to be visited could be deliberately I
chosen so that school size and socio-economic status are in the same propor- |
tion as in the general population of schools which is of interest. |

Now that we have briefiy mentioned the importance of sample size and

1 typicalness, can we make some judgment concerning the frequency with which
claims about public issues meet these criteria? A candid answer must be some-
what discouraging. The majority of the general claims which we believe and

act upon are based upon little more than casual observation, and it is unlikely
that any sizeable proportion of those claims can be verified through very
stringent sampling procedures. There are too many claims and too few resources
for verifying them. As we have done before, we must now ask what should be ]
1 our response to these constraints. And again, we caution against cynicism. ;
/ To us, tentativity is the most fruitful attitude: Since we must act, we must %
1 also believe; but our beliefs ought to be subject to change upon the presenta-
] tion of better evidence. 1

Assumptions

3 Specific and general factual claims based on inferences nearly always

4 require that we make assumptions--that is, that we take some things for granted--
4 and some of these assumptions lead to erroneous conclusions. During our earlier “
9 discussion on the misuse of data, we mentioned faulty implication of cause and ]




-62-

1 effect--it is often assumed that because two events are contiguous in time or
: space, one is the cause of the other. A different political party comes to
power, and shortly thereafter a war is ended. A new President is elected,
and within months the country suffers a major depression. A radical black
4 leader visits a city, and neighborhoods explode in riots and violence. It is
g possible that the new prlitical party, the new President, and the visiting
i radical indeed caused the events which follow their advent. But it also is
likely that the war, the depression, or the riots resulted from forces pre-
| viously in operation (perhaps the same forces that led to the new party emerg-
g ing, the election of a new President, or the riots). The elctions and visit
] may have been precipitating factors, or they may have only been coincidentally
; associated with the other events.

Actually, the causes of major political-social events are usually not
simple. The assumption that a major social change has only one cause or that
4 its cause can be identified easily is generally not tenable. Simple explana-
3 tions can be used for political advantage and may even be used to unite people
3 for good purposes, but if we seek genuine understanding of a complex event, we
will be most often correct if we also seek multiple causes.

Other Assumptions

Assumptions about the relationship of group and individual characteris-
tics are frequently the source of faulty generalizations: It cannot be assumed
that what is true of a group will be true of each individual in the group, nor
can it be assumed that what is true of the individuals making up the group is
true of the group as an entity. Individuals who by themselves are calm, order-
ly, and rational can, in the heat of group spirit, exhibit all the character-
jstics of wild fanatics. Similarly, an institution which is humane and bene-
volent may harbor individuals who are cruel and stingy.

Another faulty assumption is that past or present trends will continue
uninterrupted into the future.. Common beliefs about the dominance of European
culture and political power provide an example. From an historical perspec-
tive nations, subcontinents, and continents rise from obscurity to world
eminence and over the course of time slide to obscurity. Each nation or people
believes that their eminent position will continue forever. To date, no such
trend has ever been maintained.

Analogies

% Before closing this chapter, we need to examine a special problem in the
; verification of factual claims. There has been an unstated assumption that
the claims under consideration are about events that have already occurred.
Many of the most perplexing claims, however, concern the future. Obviously,
there is no way to observe that which has not happened. However, it is
important that we make fairly accurate claims about what is to come. Adequate
consideration of any public issue requires judgment concerning probable conse-
quences of alternative actions. In practice, predictions are often based on
analogy-~the alleged similarity of past and proposed events. How do we know
what will happen if we pull out of Vietnam? We have no certain knowledge, but
3 we can look to other wars in other places. Some people, for instance, claim
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close similiarity between the intentions of North Vietnam and the intentions
of Hitler's Germany. They claim that without our presence, North Vietnam will
do to Southeast Asia what Hitler attempted in Europe. \

Arguments from analogy assume that situvations are similar and that be-
cause they are similar in some respects, they will be in other respects, In
dealing with analogies, one should determine: (1) In what way the situations
are similar and different; (2) If the differences are important; and (3) If
the similarities are relevant to the point the analogy is supposed to prove.
It is apparent that no clear-cut answers can be given to any of these ques-
tions when dealing with claims such as the one that Hitler's Germany is analo-
gous to Ho's Vietnam.

This is one reason why agreement concerning important policies is so dif-
ficult to achieve. If the evidence concerning the consequences of war, peace,
manipulation of the national economy, giving or withholding federal aid to
education, or forced integration of schools was more convincing, it would be
easier to decide what we ought to do. Given the limitations of human under-
standing, we are constantly forced to operate without final knowledge, For
that reason, conclusions regarding either specific or general claims should be
thought of and stated in terms of the probability that they are correct. We
are sometimes forced to act upon evidence which has a low probability of accur-
acy. That constraint cannot be fully overcome. It appears wise to recognize
the absence of ahsolute knowledge and avoid duping ourselves into believing
that we know more than we do.




ek St S AT LR 0 30 4. ARG T 25T T AT WA S, SPELSS im o m s o wabh W s

CHAPTER SEVEN
ANALYTIC CONCEPTS: DISAGREEMENT OVER VALUES

It might be well to recall that the discussion of public policy--of
political-ethical issues--often revolves around three related but distinguish-
able types of claims or disputes: questions of fact, questions about the
meanings of words, and questions about the relative importance of values. The
fate of a proposed policy may hang on the answers to any or all of these types
of questions.

Although tactual, definitional, and value claims can be distinguished
and serve somewhat different functions in the analysis of controversy, they
also serve a common purpose--persuasion. In particular, as we noted at the
beginning of the previous chapter, value appeals intended to influence policy
stands are often made implicitly though factual or definitional claims. Wheth-
er imbedded in other types of claims, or made openly, it is essential that
value claims be handled explicitly in the analysis of political-ethical issues.
However, before turning to some ideas for handling value claims, attention
needs to be paid to the nature of values. '

What are Values?

Values are our etandards or principles of worth--that is, our ideas as to
what i8 good, worthwhile, desirable. If you believe that freedom of speech is
worth protecting, then that is one of your values. If you find jazz music
pleasurable, then that is a value.

Not all values are equally relevant to public policy. Although it would
be a mistake to claim that those values that are related to public policy can
be clearly distinguished from those which are not, differentiations can be
made which are less than clear cut, but still important.

Suppose that we tried to form a rough catalogue of standards--values--
for judging the worth of an automobile. Different people would emphasize
different values, but the following list would probably strike most people as
being relevant, even if they did not give high priority to all of the items
listed: speed, power, racy lines, ease of operation, smooth ride, ability to
corner quickly, economy of operation and maintenance, high resale, safety,
comfort. Now compare this partial list to values which might be relevant to
deciding how to decorate and furnish a home: harmony between furnishings
and architectural style; durability of furnishings; harmony between the uses
to which the room will be put and the furnishings selected; the mood created
by the furnishings--restful, energetic, cheerful, feminine, masculine; cost.
Some of the values relevant to decorating a home are also relevant to buying
a car--cost, economy, durability, the mood created. But others are not; for
instance, we don't judge a home by its speed or cornering ability.

Does all this talk of cars and furniture seem out of place in the analysis
of public issues? If so, that is just the point. Each person carries about
a large assortment of values, some of which are clearly relevant to the dis-
cussion of public policy, others not quite so clearly relevant, and some perhaps
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not related at all. Making a few distinctions among values may be helpful
before we present a partial 1list of standards which we think especially per-
tinent to public policy.

Classifications of Values

Values, like many other ideas, can be classified in numerous ways. We
think it important to be aware of at least a three-way classification: moral,
esthetic, and utility. Moral values present standards for Judging the ethical

uality of human behavior. The use of the word "ethical" to explain the mean-
ing of "moral values" makes our definition circular, but hopefully, our exam-
ples of moral values, when contrasted with examples of esthetic and utility
values, will clarify what we mean to include and exclude in each category.
Esthetic values are standards for judging beauty. It makes sense to speak of
the esthetic quality of a broad range of things: a painting, a human face or
figure; a cat's walk, music, a backyard garden, a photograph of a political
assassination. Utility values are standards for judging fumction, for deter-
mining the approximation of actual to desired performance. These definitions
are bothersome because they do not clearly distinguish between standards of
esthetic performance, moral performance, and other kinds of behavior. The de-
finition of utility values is especially bothersome because what we are really
trying to set up is a catch-all category for nonmoral and nonesthetic values,
some of which refer to static rather than performance qualities. To help
straighten out this possible confusion, we need to take a second look at pre-
vious examples and add a few more.

From our viewpoint, the partial lists of standards relevant to automo--
biles and home furnishings clearly contain both esthetic and utility values.
Whether some of the standards listed are also moral values is not so apparent.
A point which we will emphasize while examining our lists is that moral values
carry with them implications of blame or guilt, praise or righteousness. Ob-
viously, it does not make much sense to apply those terms to cars, chairs,
and carpeting. When we examine the durability, speed, cornering ability, and
economy of operation of an automobile, or when we examine cost, durability,
and harmony between use and structure of furniture, we are clearly talking
about standards and thus are referring to values. But only if we have some
peculiar anthropomorphic view of inanimate objects do we tend to hold things
morally responsible for the qualities they possess. If the standards listed
above are not moral qualities, then what are they? They might be either es-
thetic or utility standards, depending on the beholder. For some people, speed
is valued in an auto for strictly functional purposes--to get from here to
there as quickly as possible. For others, speed is akin to beauty--they enjoy
the sensation. For others, speed might be both a utilitarian and an esthetic
standard. |

Allowing for considerable ambiguity in the word "good", we nevertheless
tend to classify answers to such questions as "What makes a good car?" as
utility values. We also tend to classify answers to questions such as "What
makes a beautiful car?" as esthetic values. But suppose that we ask "What
sort of car should I buy?" This question emphasizes a person's behavior. A
reasonable answer might be, "You should buy a car that meets these standards...",
followed by a 1list of esthetic and utilitarian values. That statement may con-
fuse the issue, because it makes it appear that esthetic and utility standards
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are also moral values; that is, they are values by which to judge not just

the quality of the car, but also the behavior of the buyer. However, the
buyer's behavior is to be judged by some implicit value (for example, it is
good to apply certain esthetic and utility standards in purchasing a car), not
by the esthetic and utility standards. X

The above paragraphs may appear to be a devious approach to the question
of values and public policy decisions. The point is that most controversy
over public policy involves value conflict--most often conflict between or
among moral values. At times, however, esthetic and utility values are also
involved. For instance, in deciding whether the United States government
should subsidize construction of an SST airliner, we expect someone to ask
serious questions about the utility of an airplane that size: Will it fly
that much faster than existing planes? Can it land and take off at existing
airports? Can it be operated at a profit? We also expect people to ask ques-
tions reflecting concern with esthetic qualities: What effect will sonic
boom have on those who live under flight paths? Will this be one more irri-
tant in a none-too-restful environment? What about air pollution? Will it
increase or-decrease with the advent of mammoth jets?

Generally, even though esthetic and utility standards may be relevant to
a public policy dispute, moral values are also involved. Esthetic and util-
ity values seldom pre-empt moral considerations. For example, determining
whether the noise level caused by SSTs is undesirable does not automatically
close the question of whether the planes should be built. Neither does deter-
mining whether they will fly necessarily settle the issue. We might justify
building a plane that probably couldn't fly, and if it did would be noisy,
smelly, and unprofitable on the grounds that most citizens favored making the .
attempt--majority rule--or that building the plane would reduce unemployment-- 1
public welfare. We will argue later that certain moral values--such as those
mentioned in the previous sentence--are particularly relevant to public
issues in our society and should be deliberately included in the analysis of
policy disputes even when esthetic and utility values are apparently relevant.
Moral values have primacy over other values because we are at bottom inter-
ested in how men ought to behave.

The American Creed

Not only are moral values more pertinent to our purpose--the analysis of
public policy issues--than are esthetic or utility values; some moral values .
are more relevant than others. If we asked "By what standards might the moral b
quality of a man be judged?", the following values would seem appropriate to
many people: honesty, kindness, bravery, industry, thrift, religious belief,
and so on--we might even quote the Boy Scout oath. A similar list might be
appropriate for judging a nation. But if asked "By what standards can the
worth of public policy be judged?", terms like "honest", "kind", and "brave"
don't seem to make quite as much sense. We sometimes hear a law denounced
as cowardly, cruel, or crooked. It is more common, however, to judge public
policy in the United States by what Gunnar Myrdal calls the American Creed,
characterized by terms like "equality of opportunity", "freedom of speech,
press, and inquiry", "due process of law including the right to be secure in
person and property", "right to privacy", and "freedom of religion". This
list is by no means complete, nor do we claim that these values are more
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relevant than other standards to every policy dispute. We do claim that, as

a general rule, thinking about political-ethical issues ought to include the
consideration of possible conflicts between or among values in the Creed. For

us, the Creed is of central importance because it helps define our conception

of the dignity of man. A society which is not concerned with protecting

speech, inquiry, freedom of religious belief, privacy, etc., significantly 1
reduces the individuality and dignity of its members. ]

We do not construe the values in the Creed as absolutes. Equality of
opportunity, for instance, is neither supported or restricted to the same de-
gree in each application of any policy, nor is it compi :tely destroyed or ful-
g filled by a single policy. It is, therefore, important to estimate the degree
1 of congruence between an important value, a policy, and a specific application
1 of the policy. Using values to determine the worth of policy is more complex,
4 however, than estimating the degree of consistency between a value and pro-
- posed legislation because value conflict itself is more complex.

2
o
e
e
3

Value Conflict

In applying values to justify public policy, it is usually the case that
1 any one decision will be supported by one or more values as well as opposed
- by one or more values. That is, the decision would enhance some values and

1 be detrimental to others. This conflict between values when applied to spe-
4 cific situations is at the heart of public controversy. For the frames of re-
] ference of different people emphasize different values and varying interpre-
4 tations of the values. Unraveling these conflicts is a complex matter.

One type of value conflict is inconsistency between general and specific
values related to the American Creed. We need to explain, therefore, what we
mean by general and specific values. Freedom of speech is a general social-
political value in our society which is considered basic to our conception of
the dignity of man. Nearly every American claims some degree of allegiance to
free expression of opinion. In some specific settings, however, curtailment
of political opinion is approved; for instance, in-class expression of radical--
especially leftist--political views by public school teachers almost always
brings reprisals. A similar situation prevails in the armed forces where
pacifist or other anti-military statements are hardly encouraged. Although 1

s Szt ol

3 freedom of speech is a general, basic value applicable to a broad range of E
9 persons, our actions in specific situations sometimes belie our commitment. 1
3 Equality of opportunity is another general value basic to our conception of

. man. Again, most of us claim to believe in the general expression of this
value, but when it comes to certain specific applications, such as marriage
and housing, other values which are less basic or less general determine our
behavior--racial purity, the esteem of friends and neighbors, or social status.

1 B Value conflict is not limited to specific versus general values, nor are
= specific values always inconsistent with general values. However, the distinc-
] tion between general and specific standards of conduct is essential if we are 3
- to recognize why value conflict is a complex matter. , ]

: § Value conflict can be construed along two dimensions: one focusing on
? the person{s) involved; the other focusing on the types of values involved in
the inconsistency. In terms of the first dimension, conflict occurs both 3
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among people and within individuals. In the second dimension, conflict can
occur .ztween specific values, between general values, or between a general
value and a specific value. The values in conflict may be esthetic, utility,
or moral values. The following discussion of one aspect of violence in the
inner city illustrates both dimensions of value conflict.

The inner core of a certain metropolitan area contains businesses and
industries controlled largely by whites. This core is surrounded by a black
population belt which in turn is surrounded by a broad outer ring of white
suburbs. Many of the whites who Tive in the outer ring own businesses or are
employed in the inner core. Shops and stores in the core are subject to in-
creased incidence of vandalism and violence, most of it purportedly the work of
black juveniles. Some areas which bustled with shops and restaurants a half
dozen years back have been all but abandoned; their owners fleeing to the "safe"
suburbs. Pressure is mounting for more police protection and a get-tough pol-
icy in the inner ring. This policy, however, touches off severe controversy
concerning conflict in basic socio-political values.

Proponents of tougher police action support their plea by appealing to
the right of citizens to protection from violence to both their property and
persons--one of the basic expectations in most, if not all, political systems.
Those who fear a get-tough campaign are concerned with equal treatment under
the law and due process of law. They distrust the police, believing that if
given a free hand policemen will treat black suspects far more harshly than
whites, thereby viclating the principle of equal treatment for all citizens.
Some blacks and white liberals also believe that unless the police are re-
strained, young black offenders will be subjected %o treatment usually re-
served for adults, thus violating accepted procedures which differentiate
between those who are and are not of age.

The example cited above is not unusual in that persons on each side of
any policy dispute can appeal to deep-rooted values to support their position.
What is often not so readily recognized is that people who appeal to one set
of values and reject another in one situation will often switch positions in
a different setting. A man who lives in the suburbs and owns a clothing store
in the inner core might understandably appeal to the rights of property and
be less concerned for due process of law when his business is threatened by
young vandals. But suppose that his own son is seriously wounded or killed
by a shotgun blast fired by a farmer protecting his watermelon patch against
a friendly raiding party. Even if the farmer was driven to desperation by
the threat to his livelihood of repeated watermelon raids, the father will not
likely admit that protection of property should take precedence over due pro-
cess of law in this instance.

Two points are illustrated in these examples: (1) Value disputes often
occur between or among individuals; and (2) individuals often switch value
positions from one setting to another. An important additional point is that
value conflicts oftén occur within an individual--not just among persons--and
that inner value struggles also shift from setting to setting. In order to
explain why value commitments shift from one situation to another, we must
tie together several notions about the nature of values and value conflict.

The vast majority of us believe in a common core of somewhat vaguely
defined contradictory values. Several points in the previous sentence need to
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be stressed: (1) the common core of values; (2) the vague definition of basic
general values; and (3) the 1ncompat1b111ty within our total set of values.
Conflict cannot be adequately explained in terms of some people believing in
one set of values and other people believing in another set. Rather, all of
us believe in a similar set of values, but give individual values different
emphases in different settings. That is, we all believe in the same general
core of values, but are not committed to the individual values to the same de-
gree.

One reason that so many people with diverse backgrounds, needs, and as-
pirations can claim allegiance to a common creed is that the components of the
creed have vague definitions. We all believe in freedom of speech, but dis-
agree on whether its definition should include the right of communists to
teach in the public schools, the right of publishers to print erotic literature,
or the right of children to shout obscenities at each other on cchool play-
grounds. Conflict cccurs not only because the degree of commitment to each
value differs from person to person and because basic values are defined vague-
ly, but also because implementation of some vaiues requires restriction of
others; there is conflict built into the total framework of values to which we
are committed.

For most of us, commitment to a value is not absolute. If it were, the
incompatibility among our values would place us under tremendous strain--assum-
ing that we were aware of the conflict--because we would constantly be forced
to make impossible choices between values to which we were completely committed.
Fortunately, when most people choose a value such as freedom of speech over:
public safety in one setting, their choice does not mean they must feel commit-
ted to policies protecting free speech in all settings, nor that they w111
never feel free to favor public safety.

Our commi tment, then, to a common core of inherently incompatible and
vague values both requires and makes possible shifts in value choice from set-
ting to setting. In order to be perfectly consistent in all our value choices,
we would have to give up some of the values which most of us believe are very
important. Privacy, for instance, is not always consistent with national se-
curity. It makes little sense for us to claim to hold to both privacy and
national security unless we actually choose one in some settings and the other
in other settings. Incompatibility among important values requires that we
either shift our value choices from setting to setting or give up some values.
The vague definitions of our basic values make possible shifts.

Recognizing Value Conflict

People are often aware only of the values that support their decisions,
and often are unaware of the inconsistent application of values from one situ-
ation to another. If our students' rationality--in the sense of explicit re-
flection upon the important aspects of an issue--is to be strengthened, then
it is important that they be able to identify basic social and political
values in the American culture and indicate how they bear on a given political-
ethical dispute. Rather than to argue explicitly on the.level of "facts" and
only implicitly on the level of values, they should be helped to identify the
conflicting values in an issue and state explicitiy which values support and
which oppose each side to a dispute. In our experience, students cannot do-




A . P P o e e i s i
i Skt Sala L Aol St R AL SS it i S e R e o o oi¥ B R kg s

@
'
A IR o 5 U A A AL L ¥ v 3750 IS AT L BTty bt bt 0 et a1 e B SMABLYS ra BT IESIOSAIE fdet, oo —

-70-

this without instruction and practice. Recognition of value conflict, whether
between persons or within an individual, or whether between specific or gener-
al values, is dependent upon the ability to explicate relevant values. Of
course, rational handling of value conflicts is in turn dependent on the abil-
ity to recognize value conflict.

Value confliet occurs when people agree on the consequences of a proposed
policy, but not on the goodness of the consequences. Presidents Johnson and
Nixon have claimed that anti-war demonstrations encourage the North Vietnamese
and Viet Cong to continue their struggle against the United States and South
Vietnam. It is quite possible that leaders within the North Vietnamese govern-
ment agree with the American Presidents that increased morale among the com-
munists is indeed one consequence of dissent within the United States, but
they hardly agree on whether that dissent is good or evil.

Additional illustrations can be given which focus on the Vietnam War.
The example which follows does what we want students to do--explicate the con-
flicting values. During the Fall of 1969 a series of anti-war demonstrations
was planned. The first was the October 15th Moratorium. Students at one mid-
western university agreed to conduct themselves peacefully during the first
moratorium, restricting their activities to appeals to students, professors,
and administrators to suspend normal university functions and devote the day
to discussion of the War. Many of the more militant students, however, stated
that they had little faith in the impact of peaceful demonstration and voiced
their intention to use violence to force the university to shut down complete-
ly during a second moratorium--using the first only to demonstrate the futility
of nonviolent means. These students believed that the War would not be brought
to a halt until the nation--its schools, businesses, industries, and govern-
ment agencies--was forced to close shop. They also believed that if a smail
minority were willing to risk their bodies in violent confrontation with the
establishment, many others would soon follow and swell the ranks to a formid-
able army able to force its will on those less committed.

Understandably, these ideas met with more than a little resistance.
There were those who believed that even if the action advocated by militant
students was successful in ending the war, it would lead to consequences even
less desirable than Vietnam--that it might so disrupt the nation that our
present form of democracy, with its liberal guarantees of basic rights, would
be destroyed. When faced with this possibility, the militants claimed that
ending the war was far more important than preserving our present civil Tiber-
ties. They were quite willing to risk the destruction of freedom of speech
and due process of law in order to end what they considered to be a monstrous
evil. ‘

The values in conflict were peace on the one hand and certain civil 1i-
berties on the other. That the conflict was genuine is indicated by the fact
that each side agreed on or was willing to stipulate the likely consequences
of their actions and still disagreed on which consequence: was to be preferred.

Handling Value Conflict

Despite considerable opinion to the contrary, there are rational ways of
handling value conflict. The analysis of an issue need not end with disagree-
ment over the desirability of the probable consequences of public policy.
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Factual issues and language problems are both relevant to value conflict.
Before dismissing a dispute as being an unresolvable disagreement over values,
we ought to ascertain whether the disagreement is indeed a value dispute or
whether it only appears to be one.

Factual issues sometimes appear to be value conflicts, especially wh
they are couched in vague language. The following brief dialogue is an ji.ius-
tration: Two men are discussing the merits of welfare payments to the poor.
One claims, "If we continue to give welfare to everyone who moves to the city,
we'll simply encourage people to flood our metropolitan areas to avoid wor!'"
The other rejoins, "I think we ought to give welfare to everyone who needs it.
We ought to be concerned first with human needs, not with motives."

At first glance,it appears that the men have a value dispute, and in
fact they might. But if they are serious about analyzing the welfare issue,
it 1is far too early for them to claim that their value differences are ir-
resolvable. A more profitable move would be to clarify key assumptions
underlying each one's position. The first man might be assuming that most
welfare recipients are able bodied "outsiders" who come to the city to re-
ceive a handout, and that they prefer a handout to productive work when given
a choice. Getting such assumptions out in the open and suggesting reasonable
alternative assumptions might be enough to change his position. Additional
information about the age, health, and prior residence of people on welfare
and additional information concerning the consequences of either continuing
or. curtailing present welfare programs might cause either person in this dis-
pute to change his stand. . |

~Factual issues and language problems are, then, relevant to value disputes;
clarification of vaguely stated factual claims helps uncover and resolve appar-
ent (non-genuine) value conflict; and, additional information concerning rele-
vant claims. about the past or present and additional information cencerning
probable consequences can help resolve genuine value conflict by changing the
emphases discussants place on key values.

Language problems are also relevant to value conflict in another way:
Appeals to values often use language with strong emotive loading. It is possi-
ble that a person's commitment to a given value in a specific dispute is large-
ly dependent on the words chosen to express the value. If so, one way for
discussants to move from apparently inflexible value positions is to "defuse"
the language in which the value is stated.

An emphasis on rational analysis calls for restating key values in rela-
tively non-emotive terms. Instead of decrying the erosion of inalienable
rights of free and sovereign states, we might ask specifically, "What were the
states formerly able to do which they cannot do now, and vice versa?" and,
"What are the consequences of the change over time?" Instead of bewailing the
totalitarian restriction of the freedom of speech of our young men in the armed
services, we could inquire, "What can a civilian say or write that a serviceman
cannot?” and,"What effect does the difference have on the men involved, or on
our society as a whole?" A less emotive approach to the discussion of values ;
will tend to free-up positions which appear to be rigid. | | |
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Beyond Facts and Definitions

Rationale consideration of value conflict must often go beyond factual
and language issues. It is always possible that people who understand clearly
each other's position, are not abusing the emotive loading of language, and
have a reasonable grasp of and agree about the facts related to the issues
will still not agree about the merit of a proposed policy. In other words,
they are really caught in value conflict. When this occurs, three additional
strategies can be helpful: (1) A dispute over which value to support can
sometimes be settled by determining if a policy in accord with one of the
values will support a third, higher value. (2) Sometimes a policy can be
found that supports both values. (3) C(onsidering contrasting situations in
which the same opposed values are imbedded, but in which discussants might
switeh their support from one value to another, sometimes causes people to
readjust their original value commitments.

Appealing to a higher value. A discussion with a young college student
revealed how an individual can appeal to higher values to resolve value con-
flict within himself. This young man had decided not to participate in fu-
ture demonstrations against U.S. involvement in the Vietnam war, but his
decision had not been particularly easy. He valued human life and thought
that our presence in Vietnam needlessly increased suffering and death among
civilians and military forces. He was ctonvinced, nowever, that peaceful and
orderly protest in the United States would not bring the war to a halt; that
radical, disruptive, perhaps even violent protest was needed. He hesitated
to take part in disruptive protest for fear that if it reached an effective
level of violence, the future of democratic institutions in this country would
be damaged. On the one hand, then, he valued peace and the preservation of
human 1ife. On the other hand, he desired to protect his vision of democratic
due process. The resolution of this inner conflict took a rather odd turn.
This boy was convinced that participation at an effective level of protest
would jeopardize his educatici. He came from a lower class, white family,
had no financial resources to fall back on if he dropped out or was expelled
from college, and decided that personal security was more important for him
than ending the war.

The boy's decision was not odd in one sense; most of us have decided at
one time or another that our personal welfare was more important than parti-
cipation in a cause which might affect the direction of events in our society.
We, therefore, ought to be able to understand this decision. It might seem
odd, however, that we would offer this case as an example of a value conflict
which was resolved by appeal to a higher value. The oddness of the example
is due to ambiguity over what we mean by the word "higher".

Generally, we would advise people to resolve value conflict by appealing
to a value which is higher in the sense of being a political-social value
basic to the dignity of man. But when we do that, we are really trying to
tell others how they ought to resolve conflict, rather than telling them how
conflict sometimes can be resolved; we are making normative rather than de-
scriptive claims. Our present purpose is to describe a process, rather than
to advocate a particular application of a strategy. The strategy works when-
ever an appeal is made to a value which is higher in the sense of being more
important to the person(s) caught in the conflict. In our example, personal
security was a higher--more important--value to this boy.
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The following example illustrates how this strategy can be used to re-
solve value conflict between individuals. Suppose that an advisory board
on highway construction was attempting to arrive at a general policy con-
cerning the best location for expressways that cut through cities. Someone
on the board has suggested that highways ought to cut through slums rather
than through well maintained suburbs. Those who favor this position claim
that the resultant removal of slums will improve the safety and appearance
of the metropolitan areas. Opponents of this policy claim that it will bring
hardship on people who are least able to cope with it--tke poor. If the value
conflict between the board members became fixed at this point, it would be be-
tween the safety and appearance of the inner city on the one hand and concern
for the welfare of poor people on the other. Appeal to a higher value--equal
treatment of persons--might free the deadlock. Most of us--rich, poor, or in
between--do not want our neighborhoods destroyed for freeways. Building the
majority of new highways thiough slums vioiates equal treatment by systema-
tically imposing an undesired condition on a single element of society rather
than distributing it among all elements. Of course, we cannot guarantee that
the value chosen for illustration would convince an actual board, but the
general strategy of appealing to a more important value is sometimes effective.

Finding an alternate policy. Often a third higher value cannot be agreed
upon. This would happen in the above example if some board members thought
that equal treatment of persons was not as important as getting rid of slums.
Sometimes a third higher value provides 1little assistance because of its vague-
ness. To us, for instance, the dignity of man is very important, but also
very vague. Appeals to it have Tittle meaning unless they are set in the con-
text of other more specific values such as the traditional American civil
liberties.

When appeal to a third higher value does not work, sometimes a policy can
be found that supports both values. Members of the highway policy board might
have agreed that it is important beth to get rid of slums and to refrain from
bringing additional hardships on the poor. It might be possible to satisfy
both values by altering the proposed policy to include adequate resources for
relocating displaced families in suitable housing which they can afford. This
particular proposal is not presented as the best way to handle slum clearance
or highway construction. It is, however, an example of how an alternate pol-
icy might satisfy what appear to be conflicting values.

Considering contrasting situations. Considering contrasting situations
in which the same opposed values are imbedded, but in which the individual
would support a different value from one situation to the next is sometimes
helpful when faced with a value conflict. It provides a basis for asking why
an individual supports one value in one situation but a different value in
another situation. This might make him aware of his inconsistency, with the
result that he will decide to be consistent in supporting one value; or, it
might reveal acceptable reasons (e.g., significant differences in otherwise
similar situations) for shifting support from one value to the other,

In the case of the highway advisory board, the use of this strategy might
begin with questions which probe the commitment to making cities safe and
attractive places to live. It might be pointed out that safety and beauty
are not just physical attributes of a city; that is, they cannot always be
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changed by tearing down old buildings and constructing new ones. Crime and
violence are not unknown to new redevelopment housing projects. Nor is a new
project immune to unkept grounds, broken windows, and excessive litter. Rele-
vant questions, then, are: Assuming that replacing slums with freeways won't
cure urban blight, is our support of safety and beauty in the inner city only
rhetoric? How important are these values to us? Are we willing to support
other feasible, but expensive, proposals? Are we willing to pay for better

police protection? For better street 1ighting? For better education and reha-

bilitation programs? Can we support greater job opportunities for the poor by
making union membership more readily accessible to blacks? By providing mean-
ingful training programs which actually lead to employment? Will we support
programs which make it easier for the poor or minority groups to own houses?

There are factual assumptions underlying these questions; assumptions which can

and ought to be probed. But the purpose of the questions in this instance is
to probe the degree of commitment to a value. This type of probing can best
be done if questions about the factual accuracy of the contrasting situations
are held in temporary abeyance.

The strategy of considering contrasting situations can also be used to
test the consistency and degree of commitment to not placing undue hardships
on poor people. It might be pointed out that war and the draft seem to weigh
more heavily on the poor than on the economically comfortable. Are we will-

ing to change induction Taws so that privileged youth, such as college students,

share equally with the underprivileged in military service? Our electoral
process also seems to discriminate against the poor; it costs money to run
political campaigns. Are we willing to use tax money to pay campaign costs so
that poor candidates can compete on more equal footing with wealthier ones?
Are we willing to do this if poor or minority group candidates turn out to be
far more radical or less "respectable" than their middle or upper class oppo-
nents?

Notice that the contrasting situations embodied in the questions in the
above paragraph are farther removed from the original discussion--highways and
housing--than the questions in the previous paragraph. We believe it useful
to consider situations which are nearly identical as well as ones which are
similar only in that the same general value or values are applicable. Consi-
dering situations which have varying degrees of similarity and contrast helps
us to locate the point at which we are likely to shift our value commitment.

Conclusion

Our discussion in the Tast several chapters of concepts and strategies
for resolving conflict might inadvertently lead to two beliefs which need to
be discussed: (1) Conflict is bad and ought to be eliminated, and (2) The
process of analyzing political-ethical conflict is to be valued as an end
rather than a means.

Conflict can neither be eliminated nor avoided, nor is it an unmixed evil.

Our commitment to democratic process is in large part a commitment to the per-

petuation of political diversity. Part of our notion of the dignity of man in-

cludes the right not to be like every other man, the right not to conform to a
single standard of political belief and conduct. That we wish tc perpetuate
a large measure of political diversity means that we value political conflict.
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That does not mean, of course, that all forms and degrees of conflict are de-
sirable. The expression of conflict must have some limits, but those limits
cannot be set once and for all. For us, the rational analysis of public
jssues can provide continuous reasonable reaction to the strains of political
diversity, and readjustment of the forms and bounds of its expression.

The process of political-ethical analysis is valued, but not first as an
end in itself. It is not merely a mechanism for controlling diversity. We
expect the examination of significant issues to yield products--reasoned deci-
sions as to what ought to be done about important societal problems. We do
not expect each reasonable person to come to the same conclusion, but we do
expect rational analyses to yield qualified decisions which take into account
the 1ikely or ‘possible negative as well as positive consequences of the policy

supported.
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CHAPTER EIGHT
THE OUTLINE OF CONCEPTS

"

The previous chapters have presented a discussion of an intellectual 3
framework for thinking about public issues. Actually, that discussion is
based on what we believe to be a more useful curricular product because of
its specificity--an Outline of Concepts for the Analysis of Public Issues.

It was one of the premises of the U.S.U. Social Studies Project that general
discussions of reflective thinking competencies are of limited use to the
teacher or other curriculum developer. Such general discussions must be con-
verted to systematic listings of specific concepts or ideas to be learned by
the students before teaching strategies and materials can be developed.

In fact, the U.S.U. project personnel developed the Outline of Concepts
prior to preparing the narrative description of the concepts found in the pre-
ceding chapters. This Outline was then used as the basis for the preparation
of the teaching suggestions to be presented later, and as the basis for the
narrative discussion. The Qutline is, then, in a real sense the skeleton :
upon which our curricular materials were built, and around which the previous i
discussion was laid. L

Before presenting the Outline, some comments are in order. To begin with, |
we do not assume that the concepts in tha Qutline present an infallible logical o
or empirical model for thinking about public issues. Beginning with the ear- 1
lier Harvard Project, the concepts have been selected on both rational and 3
empirical grounds. That is, rational grounds came from our reading of various .
works in logic, semantics, argumentation, and ethics and discussion among the
members of our staff of the dimensions of public issues. The grounds were
empirical to the extent that we "tried out" different concepts on each other
and on people outside the project, or observed others discussing issues, to
determine which concepts helped to clarify and expedite the decision-making -
process. 4

There was no pretense that we were developing a completely comprehensive, 1
logically airtight set of concepts. We were concerned, however, with iden- 1
tifying the major factors likely to expedite or interfere with intelligent
discussion and decision-making about public issues. This means that the Out-
line is meant to be open-ended. Much of the Outline is based on the eariijer ;
work of the Harvard Project. 1In addition, it was criticizea oy competent con- 4
sultants* and the ideas were tried in teaching settings with high school stu-
dents. Nevertheless, we stiil consider the Outline to he subject to change,

The development of such a set of concepts is an intellectual task which !
can never be fully consummated. Despite the time and effort which have gone 4
into the Outline's development, and despite our belief that the concepts in it
have a great deal of validity for the analysis of political-ethical issues,

*Such as Michael Scriven, Lawrence Metcalf, John Haas, William Stevens,
John Robinson, some of whose suggestions for changes we were not able to accept.
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some people may think that we have overlooked basic concepts, and they may
wish to include these in their curricula. Others may even wish to exclude
from their teaching concepts which they think provide Tittle help in the ana-

lysis of public issues.

It should also be noted that the order in which concepts are presented
in the Outline has no intrinsic logic to it. An attempt was made to build into
the OQutline an "accumulation of meaning." That is, broad concepts are pre-
sented first in the Outline as the basis for the more specific concepts pre-
sented later.

In line with the idea of going from the general to the specific, the Out-
Tine begins with a definition of political-ethical issues, the analysis of
which is the total thrust of the Outline. Next, attention is directed to the
need which humans have for orderliness, and the ways in which this need may
affect our considerations of public issues. The functionality and dysfunction-
ality of the perceptual sets we develop to select and order the many sensations
impinging upon us, as well as our psychological mechanisms for handling incon-
sistencies in our belief systems are stressed. Emphasis is also placed on the
influence which our frames of reference have on our thinking and behavior.
Then, consideration is given to some ideas about language, our basic tool for
thought and communication. After these underlying concepts have been presented,
the Qutline turns to the consideration of specific problems to be faced in dis-
cussing and thinking about public policy--the definitional, factual, and value
issues that must be recognized and handled in coming to a defensible ethical
position.

Although we believe this is a developmental sequence which assists in the
comprehension and use of later concepts in the Outline, there is no tight
logic which has governed that development. We have followed the sequence in
our development of materials and suggestions for teaching the concepts. There
is, however, some question in our minds as to whether this is necessarily the
best order in which to teach the ideas. It could be, for example, that it
would be more effective to introduce the students to factual disputes and the
difficulties of establishing the veracity of various claims, and then present
the clusters of concepts dealing with perceptual sets and frames of reference
which provide groundwork for understanding why it is that even conscientious
people err in their observations and reports. Or, perhaps students should first
be introduced to value conflicts and then presented with the relevant concepts
in regard to how people handle cognitive dissonance. These questions about
the order in which the concepts should be taught are empirical in nature. That
is, various orders need to be tried out and the effects assessed.

There does not seem to be any overriding reason to presume that our ten-
dency to move from the more general, Ffoundation concepts (concepts which pro-
vide underlying understanding often without direct applicability to political-
ethical issues) would be any less effective than the strategy of moving from
specific concepts to the foundation cencepts. It should be noted, however,
that the point at issue here is not whether concepts can best be taught by
providing specific exemplars. In every case, we attempted to teach the con-
cepts by moving from the familiar and concrete to the abstract, providing
examples and illustrations (experiences for the students when possible). The
question is whether it is more effective to lay a groundwork of broad concepts
and then introduce more specific concepts which draw on that foundation, or to
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introduce the specific concepts and use this as a motivational base from
which to present the broader concepts as explanations. .

With this brief introduction, we present the Outline of Concepts for the :
Analysis of Public Issues developed by the Project. It might be well to re- < i
mind the reader again that the Outline is the skeletal frame for the discussion 1
of the analytic concepts in the preceding chapters and is presented on the '
assumption that this briefer format is more useable in teaching and curriculum ]
development than a narrative discussion of the concepts. This skeletal pre-
sentation allows an easier matching of the concepts to the teaching sugges-
tions presented later in this report, and provides an accessible format for
scanning the concepts to evaluate them or as a basis for one's own curriculum
work.

A A Ty e e R R e T

OUTLINE OF CONCEPTS FOR |

THE ANALYSIS OF PUBLIC ISSUES s

I. Making decisions about public issues is basically a matter of ethical
analysis.

A. Ethical analysis is the process of making decisions about serious ques-
tions as to proper aims or conduct. .

B. Public issues, as opposed to private questions, involve decisions a-

bout what the aims, i.e., the goals of our society, should be and .
about the individual actions and governmental policies to attain the
goals.

C. Making decisions about the aims and policies of the society, then, is
a matter of political-ethical analysis--i.e., ethical analysis about
decisions to be carried out in a political context.

II. The general need for orderliness which pecple have affects their under-
standing and consideration of public issues.

A. Humans impose order on the sensations they receive. |

1. There are more stimuli than we can handle; some selection and
ordering are necessary.

G e e T

2. Each individual develops perceptual sets, i.e., expectations as 3
to what he will sense, as well as predispositions to have posi-
tive or negative feelings toward much of what he perceives.

a. These sets and feeling predispositions are based on past ex-
~periences and on our needs and desires.

r b. These sets and feeling predispositions lead us to perceive
and remember only parts of situations we are in, and they lead
different people to perceive the same events differently.
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c. When we are frightened or threatened or deeply committed, what
we perceive or feel is particularly likely to be selected or
biased by our needs and desires.

d. Sets and feeling predispositions help us to deal with the world,
but they can hinder us if they are inflexible, they can keep
us from perceiving relevant things, or lead us to perceive
things in a distorted manner.

B. Individuals strive toward consistency among their beliefs, values, and
actions; recognized inconsistency is uncomfortable.

1. Most decisions and actions have positive and negative elements.
a. In particular, opinions and behaviors are often justified by
values incongruent with other values held by the same indivi-
dual.

b. Inconsistent decisions and behavior are often unavoidable from
one situation to another.

2. Among the ways in which people try to handle inconsistencies among
their beliefs, values, and actions are:

a. Actively avoiding situations and information which are contrary
to what is believed or to action already taken;

e e - =

b. Reducing the importance of the contradictory situation, infor-
mation, or source of information;

c. "Compartmentalizing" and not admitting the relevance of contra- j
dictory knowledge or values;

d. Rationally weighing the reasons for inconsistency, and either
accepting it or changing the belief, value, or action.

3. Decisions about public issues will be more realistic if inconsis- ;
tent elements are handled rationally. 4

C. Each person has a frame of reference--i.e., views of what the world
is Tike, what is possible, and what is desirable.

3
-
9

¥

i ) 1. This frame of reference is made up of perceptual sets and feeling 1
predispositions, as well as our beliefs and values. 3
% 2. Individuals have different frames of reference. ?

§ 3. Whether we are aware of it or not, our frames of reference deter-
mine how we act and think, including our considerations of public ;
issues. 4

4. The parts of our frames are not always consistent with one another.
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One's frame of reference is the source of assumptions--beliefs or val-
ues taken for granted, often without being stated--which underlie our
political-ethical decisions.

1. Assumptions are necessary and unavoidable.

2. Although everyone makes assumptions, our assumptions are often not
recognized by others or ourselves.

3. It is important if discussion is to be fruitful or if issues are
to be adequately analyzed that one's own assumptions, as well as
those by others, be recognized, brought into the open, and ciari-
fied.

' a. It is necessary to make some assumptions in order to carry on
. a dialogue; all of these cannot be examined or discourse wouid
break down.

b. Assumptions should be examined when they are important to
making conclusions about the point under consideration.

Language is of central importance to the analysis of public issues because
it provides the basic means for thinking and communicating about public
issues.

e Ty G5 Dbttt o ol gt 71 it o sl -
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Language helps us to have ideas and to think.

Language is the most commonly used form of communication about public
issues.

1. Some communication takes place by non-verbal means.

2. However, language performs important functions that can rarely be
accomplished by non-verbal means of communication.

a. It helps people to communicate despite the difficulties intro-
duced by spatial separation.

b. Language helps us to communicate despite separation by time.
c. Language allows us to communicate complicated thoughts.

An understanding of the nature of words is important to the analysis
of public issues.

1. Words are symbols--that is, they stand for or represent other
things (including ideas).

2. There is no natural relationship between any word and that to which
it refers. I

3. Words and other symbols can have descriptive meaning, emotive mean-
ing, ovr both,
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a. Descriptive meaning refers to the information provided by a i
word, a group of words, or some other symbol.

b. Emotive meaning refers to the feelings aroused by a word, a

group of words, or some other symbol. g
4. For different individuals, a word, a set of words, or some other é
symbols may have the same descriptive and emotive meaning, the ’

same descriptive meaning but different emotive meaning, or the
same emotive meaning but different descriptive meaning.

D. Language problems can interfere with communication énd thinking.

1. Communication and thinking will break down if we fail to under-
stand and agree upon the meanings of words being used.

a. Words may be used that are émbiguous-ei.e., more than one mean-
ing is plausible in the given context--and/or vague--i.e., we
can only partially tell the meaning in the given context.

1) Words may be ambiguous and/or vague in:their‘desckiptive :
and emotive meanings. . j

2) Figurative 1aﬁguage is espec%a]]y likely to be ambiguous
and/or vague.

b. Words may be used incbnsistently--i.el,‘Word meaning may shift.

c. New unfamiliar words may cause difficulty.

d. Cu]tura1 differences may cause people to‘misuhderstand the
descriptive and/or emotive meanings which words have for other

people.

. 2. The emotive loading (i.e., the emotional meaning) of words and
’ ~~ other symbols may interfere with communication and thinking.

Aot o st erinint
Pt

% | a. It may cause us to disagree with the speaker dfﬁw?iter to a |
greater degree than we otherwise would. . g

b. It may cause us to agree with the speaker or writer more %

readily than we .ordinarily would. S ]

c. People's reactions to the emotional loadings of language may §

be so severe that communication becomes difficult or impossible 4

or thinking is curtailed. ‘ | ]

3 d. Propaganda techniques such as name calling (attaching a label 3
with negative emotional loading to a person, idea, organiza- |
tion, etc. to influence people against it) and the use of
glittering generalities (connecting a word with positive emo-
tive loadings, such as "American way," with an idea, person,
organization, etc. to be promoted) use the emotional loadings

of language to influence our thinking.
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e. Figurative language frequently has heavy emotive loading.

3. Our reactions to general terms sometimes interfere with communica-
tion and thinking.

a. In reacting to stereotypes, we sometimes forget that people i
categorized with a label such as "Catholic", "Democrat", or :
"farmer" are different in many respects.

b. Emotively loaded class names commonly used in discussing public
issues are especially likely to lead people to react to over-
simplified categories.

c. 'we sometimes forget that people and things change even though
their names may not.

IV. There are three major types of problems to be dealt with in thinking about
and discussing public issues.

A. Language and word misunderstandings present a major problem in politi-
cal-ethical analysis.

1. In discussions, people often do not say what they intend to say,
or what they say is misheard or misinterpreted.

a. Repeating what you think the other person said and obtaining
his agreement will help to determine that you understood him
correctly, both descriptively and emotively.

b. This repetition and clarification may also help the original
speaker to recognize that he did not say what he intended.

c. Caution must be exercised because restatement is sometimes used
to shift the first speaker's position, rather than to clarify
it.

2. Often discussants use the same word to refer to different things
(ambiguity) or use different words to refer to the same thing, or
the meaning of a word or words being used is not clear to at least
one of the discussants (vagueness).

a. Oncé this breakdown in communication is identified, the next
step is to clarify the meaning of the word or words, usually
using one of several different ways of defining words.

1) A dictionary may be consulted.

2) The discussants may develop their own definition.

a) Definition by example (pointing definitions) may be
used. |

(1) Examples not included (i.e., not intended to be
encompassed by the definition) may be specified.
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(2) This type of definition is especially useful when j
the referent is physically present.

(3) Even then confusion may occur over those charac-
teristics of the referent that are meant to define |
the word.

b) Definition by synonym may be used.

(1) Presenting antonyms may also be helpful.

(2) Care must be exercised because no two words have
exactly the same descriptive and emotive meaning.

c) Definition by specifying characteristics (criterial i
definitions) may be used.

(1) The characteristics of those things to be referred |
to by the word are listed. i

(2) Characteristics not included in the word's meaning
may be specified.

(3) The definition may proceed from genus to differen- ;
tiation. : , :

(4) This type of definition is especially useful be-
cause it tends to make evident the particular
points of difference over the meaning of a word.

b. Often the problem is not just a matter of clarification, but :
that the participants cannot agree on the meaning to be assigned |
a word.

1) It is important, then, to remember that there is no natural
meaning for a word. :

2) The various types of definitions may be used to try to
clarify meaning and reach agreement on how to use a word
or words. ~

3) When agreement cannot be reached otherwise, a definition ;
can be stipulated for the discussion. 5

4) Care must be taken, especially with stipulated definitions,
that word meanings do not shift during the course of a dis-
cussion, even after careful definition.

PR

definition is adopted so that little "translation" is
needed during the discussion.

S%r

% c. Certain cautions should be followed in arriving at definitions.
?ﬁ 1) Although there is no natural relationship between a word

§ and its referent, it is often helpful if a conventional .

%
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2) Whenever possible, the most functional definition of the
word should be chosen--i.e., the definition that is most
fruitful in aiding thinking and discussion.

3) It is just as important to pay careful attention to emotive &
meanings as to descriptive meanings, both in identifying ]
points of difference or difficulty in word usage and in de- ;
finition, as these will often cause breakdowns in thinking
and communication,

a) While descriptive meaning can be identified rather pre-
cisely, it is more difficult to identify emotive mean-
ing and to specify it for purposes of definition.

b) It is important to remember, especially when using a ]
stipulated definition, that agreement on descriptive |
meaning does not insure agreement on emotive meaning.

c) Loaded definitions--i.e., definitions using emotively
loaded terms supporting one side in a controversy--
should be rephrased to neutralize the emotive loading
to the extent possible.

3. Once a word has been defined, the problem of determining whether
specific individuals, events, etc. should be classified under that
label is am empirical one.

a. The problem is to determine whether the thing to be classified =
has the requisite characteristics. 4

b. Sometimes finding that something does not fit the definition b
may lead one to change the definition so it will be more suit-
able.

B. Settling factual disputes is a major problem in political-ethical
analysis.

1. Ethical disputes often involve disagreements over the present |
state of affairs, what led to it, and what the consequences of
different policy decisions and actions are likely to be.

2. In thinking about and discussing public issues, one is likely to
have to deal with specific factual claims and general factual
claims (generalizations).

a. Specific factual claims are assertions about what is true of i
a particular person, thing, or event at a particular time in -
a particular place. ]

b. General factual claims are assertions about what is true of
all or almost all of the members of a group of people, things,
or events.
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1) General factual claims may be based on a number of speci-
fic factual claims or on other general factual claims.

2) Sometimes each of the persons, things, or events in the
group is examined and the general factual claim is a sum-
mation of specific claims.

§ 3) When only a sample from the group is exazined or when the
| claim goes beyond the examination of each member of the
group, the general factual claim involves an inference.

c. Legal claims, assertions about the state of the law, may be
either specific or general.

3. In trying to verify either kind of claim, careful attention to
language is important.

a. The language used to state the claim should be clarified to 1
be certain that the description of the claim and any points .
of disagreement are clear. 4

b. Emotively loaded language may affect one's willingness to ac-
cept or reject a claim. e

4. The verification of factual claims requires special attention to
evidence.

a. Our information about past events is always limited and frag-
mentary, and any witness is 1ikely to have some accurate and
some erroneous information.

b. It is important to ask questions about the observations upon ;
which statements to be used as evidence are based. §

1) Has the observer the relevant expertise, based on educa- .
tion or experience, to make the required observations? 4

2) What biases or sets does the observer have that might have
interfered with or influenced his observations?

3) Was the observer's emctional state such that it might ha